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Experiencing Creativity in Music
Loretta Baker

Perhaps you are one of the tsachsers who are wondering what all that tapping and clapping is
sbout in the musio room &t your achool. Do the ohikiren come to chalienge class excited about the
Christimas play or the school concent? Wouid you fike 10 find out what it is sbout music that
attracis the creative children and about the siills they need 10 creats music 7 It you have come
1o find out the snswers 1o these questions ; your in the right session.

Let's look at some vital ressons for Inoluding music as & necessary subject in your
chiidren's school fife. First, there are assthetic consicerations. Goethe sald, “A man should
hesr & Kttie musio, read & Kitle postry, and see a fine picture svery day of his life, in order that
worldly oares may not cbillerate the sense of the beautil which God has implanted in the
human soul.” The sty of musio is not & friil but an essential to improve the quality of life for
every human.

We must depend upon creative and imaginative solutons to vital problems. When tauymt in a
meaningfl way, music ls partiouigrly sulted not only to bring about greatsr arlistic
undarstanding but to encourage innovative and experimentive thinking.Through music, the child
can have the happy experience of leaming 1 express himsell. Although we hear discussions
about cognitive and aflective leaming, studies of young children, especially gifted and
culturally deprived, have shown that these aspacts of leaming are Inextricably intertwined.

Cruostivity

Jaques-Daicroze. Movement is the first level of creativity. Movement
is from the beginning, but must always be specific to the meter,
rhythm, charscter, tempo, dynamics, and flow of the song, percussion. or piano
accompaniment. There are “right” and "wrong” movement styles to accompuni-
ments. isation is expected to be thoughtful and appropriste. The philos-
ophy of thoughtful musical improvisation i3 carried into classes in Solfegr and
Solfige-Rythmigue, and to vocal, instrumental, and piano experiences

Kobiry. Creativity comes from knowledge. It is necessary o have 2
musical vocabulary in order to create music. Just as one must know words to
state thoughts, 5o must one know the vocsbulary of music aurally and orally be.
fore improvising; just as ons must be able to think and write words. phrases, and
sentences before exp ts On paper. so must one be able 10 hear,
think, and write notes and ow 1o organize them into paticrns, phrases,
and forms in order to compose.

Ourr. In order to creste sound patierns it is not necessary to know no-
tation. Sound pauerns may be constructed arlutrarily and then organised inta

forms 10 creaie compositions. The musical vocubulary is guined aurally e
principle of “improvisation unfeuered by knowledge™ is upheld until verv Live in
the process. :

Comrrenensivi MusiCiansmir. Compositon need nat begin with the
traditional materials of music. Environmental sounds or “found” sound sources
may be organized into forms to produce spuntancous improvisations These
may or may nct be charted in invented graphic notation so that they muy be read
later (thus becoming compositions). Traditional reading and wnung. winie de-
sirable skills, sre not nccesmsary for improvisation and composition

BESTCOPY AVAILABLE
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Tiny Trae Wan

You're punnity! You're smalll You'rs not even taill
You could never be a Christmas tree at all
You're tinyl it's trusl You'll just naver dol
Santa Cisus would never pick a tree ks you!

Ch, no, no, nol

No way a1 ailf

On, no, no, nol

You're just oo smalli

Sugcastions for Parfommancs
o Thres four baat msasures and one three best measure for introduction.

A conutant best -four per measure- is essentisl. The best and saslest 10 maintain is clapping
or patsching .

« - Onos the best is sstablished you can elaborate In any number of ways. Experimant with the
diffsrent typss of sounds your students can make with thelr hands. feet fingers. Ask them to
imitate hings: a cymbal, a bass drum, a train, a needie soraping a recond, 8 squeaking door,
wind noises with their mouth. imaginations can go wild . Decide which sounds to use and stick
to them for all rehearsals.

Kagp your singers end your rhythm saction separate.

» After the words, “O, no no nol® a rhythm break begins . At this point the rhythm becomes
the focus. Keep the four beats going under the other sound effects.

Stick them In some bags! Wrap them with some paper, and mark them with some tags!
R-R-R-Ribbons and bows will make them prefly you sas.
Then they will iock real fine undemeath the Christmas tree!

READINGRAP  BY GRADE TWO STUDENTS FROM LEE RIDGE SCHOOL

Wa think you should know that boocks are ool
80 read at home and read at school

Read with a friend or resd by yourseit

Books from your room or books from the shelt
Wae never forget the number one rule

Bocks are cool at Lee Ridge School

To maintain the steady basat keep time by patsch and clap.
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RONDO
Thisformis ke s musicsl sangwgh: firgi he bread, which is siways
the same: next & [ling, which is different from tho bread; then
ancther place of tread, then snather different filling, and so on.

until i in large enough.
Chiidren will yndarsiand the fom very sasily if it is presented
to them in this way.
The formisA (bread). B (Riing).A (breed), C (ditferent filing), A
(brea(), andso on.
Bulld & up fike & sandwich,
bread A
g O
breadA
filingC
breadA
hng O
treadA
'xmhammmm«mw
most of the chidren: it can aiso be & MOVeMeNn! pastern, a short 801G Of PomA. OF sven
short insirument phrase, but 8 should de the same sach time 1
repests.

l ‘ n ‘ n r\ l 1 =8." “C.” and "0" are crasiad in wrn Dy different cniloren
clapping. or playing & pattern of Mew own
devising. The whols piece can e s000mpanied, have an invoduc
tion and snding devised lor it, and can be developed inio 3 SMa

in the same manner as that descrded in “Questor
and Answer” (sse gbove)
The following are Some examples
Usse # Short Poem for the “A™ Section
Speech A 12
johnny caught s flea,
. Flea died, Johnny cned,
Shany E!\usm-m\ MQ Tee, hee, hee!
b
« Siqeadn and Powmad The cigss says the pOem and ooes @ 'Pai, Clac DB C1ap Datler:
t : as an accompanimant

Q.Eg~§ “ .m““d E,.-u. E.g EE P i 8. Onechildcrealss a patlern on a orum .
'?&'3;:;“:7‘5}\—,:\:\\—&% nirne Ny Refe

A. The whois clags repeats ths poam

- »hoeny (2 Qun’ C. Asocondchild creaiss a Paliarm on @ wood Dock

R L T o v i e ST nANL 111 ¢
ANy NN

YR U 2 W WO YR W L W B e W
L daee trtrgyy. TR A No:rwrieed )

A, The whoe clags rapsatls he poem
Add as many sections 88 you wish but aiways endwith the A 53

J
BEST COPY AVAILAGLE
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Students Who Are Hearing Impaired And Gifted:
Teachers' Perspectives
Mary Ann Bibby

In this session | would ke to share with you socme some thoughts from trained
tegchers of the hearing impaired. Several years ago, my collsague, Carolyn Yewchuk, and
| did @ study which identifisd hearing impaired students who were aisc gifted. Canada does
not have in place any special programming for thase studenis, although we can assume
from our research that between 4 and 6 percent of this population will be gifted
(Yewchuk and Bibby, 1886). In informal discussions, leachers of the deaf and hard-of-
mmmmmmwmmwsmmmwmmmmmm. As
with hearing students, it is possible to establish formai identification procedures for
hearing impaired students,( Yewchuk and Bibby, 1988) but informally, teachers
already seem to know who ihese students are.

Students who have impaired hearing form a minority group in any public school.
Often, these chiidren are integrated and many timss they aro the only student in the
school. in other instances, small groups of betwasn 4 and 8 students stay togsther as a
seit-contained ciass, and work with a trained teacher of the deaf. These teachers work in
varios settings: in tho public schools, in special pre-schools and in schoois for the deaf.
They are aiso trained as Htinerants and consullants.

Using traditional qualitative research procedures (Berg, 1989; Lincoin & Gubs,
1985) | Interviewed 14 teachers working In Vancouver, Edmonion, Toronto and
Amherst. After the transoription of sach interview, the teachers had opportunities to
read the protocols and to make changes, to talk with me again, and 1o provide
clarification and to assist with identifying key polnts. The teachers perspectives 8re
important, for 899 these students on a dally basis; their informed knowiedge grows
out of these intoractions with thelr students. These trained teachers of the
deaf, indicate that in working with gifted hearing impaired studsnts, there are unique
aspects that must be taken into consideration.

Since the words of the participants in this study are keys to our eventual
understanding of these students, and 10 the maaning of giftedness for those who have
impaired hearing, this peper simply allows the teachers to speak for themseives. In the
presentation of thig paper in this conierencs, | would like 10 encourage ciscussion and
questions as we read the teachers’ thaughts. | have 1aken the liberty of using headings in
order to cluster the quotes. Let me start by introducing you to three gifted students.

Jenny is gified. She is at the top of her class with an
average that is 85 percent in Grade 9. Jenny especially
excels in the sciences, and her feachers describe her as beinp
s quick thinker who easlly grasps new concepts. She is
creative, has & varisty of Interssts _nd is highly regarded by
both teachers and classmates. Since she was 9, she has
dreamed of being a doctor. Tha school counsellor, in
consuitation with her parents and teachers, however, decide
that Jenny needs to come to terms with reality, and they
arrange for her to talk with the Dean of Msdicine. It will be
exiromely difficult for Jenny to raach her goal. How can
Jonny ever pass her stint in the operating room if she can
never hear what Is being sald? Jenny is profoundly deaf.

——————————————— i e+ —— e~ A e e e ———e——
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Andrew lg giftsd. Ho is 8 creative writer and artist and
his cartoons are among the best of new young Canadian talent.
He has just graduated from a University in the US., and has
returned 10 Vancouver 10 look for work, As he goes from
interview to interview, he faces many chailenges. Employers
are unfamiiiar with his situation. His first language is
American Sign Langusge and he uses an interpreter at all
times. His spesch is almost totally unintelligible.
Employers are reluctant to take the chance with something
they know nothing sbout: -deafness. Andrew has a profound
hearing loss.

Sand! is gifted. Throughout high schoo!l, hor teachers saw her
as sn extremely hard worker, always obtaining advance intormation
from them about what was happening in her classes; slways
searching out more information and aiways studying several hours
a night. She was extremely motivated to do weil, and her grades
showed the results of her efforts. Her teacher called her a hard
worker, not necessarily gifted. But iast year, Sandl entered her
4th year of University In the Arts Faculty, and is the top student in
the Dapartment of Philosophy. Ssndl has a profound hearing loss.

THE TEACHERS' VOICES
1: Teacher's Knowiledge: Trusiing themseives
*| don't know if she's gified, but | KNOW she is pifted.”

"Well, | know that S8am Is definitely glftad. But what does that really mean? |
guess out there, there is some kind of formalized definition but I'm not sure that | know
what that is. All | really know is that when | 866 Sammy, he just stands out; he is head
and shoulders above the rest.”

* | know my students. When there are so few of them in my class and | see them .
every day, then you really develop an intimate knowledge of what they are capable of
doing, who they are etc. | suppose that is harder to do if you have 30 kids in a class, but
with 7 it makes it easler. *

*I know about Sue, | am getting to know how she thinks and learns and | plan for
her better and better every day. She Is certainly gified, the way she thinks and how she
does things; and aiso, her achievement shows me that too. But | don't know if she's gifted
according 10 other criteria. She certainly is according to mina. | dont need 10 have her
tested, but 'm sure If | did then it would only prove me right. | don't really need to do
that. It wouldn't give me any more useful Information.

1
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2: Teachars’ Knowledge: Comparing Students

"He's certainly at the top of his group of deaf peers at the school, but even
thinking about hearing students his age, | guess that he would stand out. He's just so
quick and his thinking is so0 creative”

"Well 1 compare them 10 the other kids in the school who are hearing, and they
certainly are holding their own. She is making top marks in science and math and | keep
forgetting that she has a hearing loss; in fact, | don't think she can really hear anything
that is baing said. But she is compating with the others in her class and doing better than
most. She's great!”

"He is probably the best student I've ever worked with at the school for the deal.
Ho is a one trial lsarner; you just present the information one time and he's got it and
uses it again in othar situations. So he's tops here, but | suspsect that he would also be
tops it ho were with hearing students; gosh, at some things he is even a lot faster than
mel®

* | know they say that whan you identify handicapped kids who are also gifted, you
shouid compare them with your peers. But | think with deaf students it is different. |
mean | know that the deaf students who | know are gified are aiso gifted when you
comparg them to hearing kids. Maybe their communications skills are gifferent but at
some levels they are really able do j:5t as well, sometimes better than a lot of kids with
hearing!®

3: Teachers' Knowledge: Kinds of Giftedness

* This child Is just three, has no speech, can't taik, but somehow he just knows
how to make his nesds known in other ways. He can't stand not 1o know; He has a very low
tolerance for ambiguity. But this communicaiion thing he has deveioped somehow. No vre
taught him; he's just wired for communication”

“I knew 1this one child who was just so gifted at speechreading. You know how harg
that is; you can't get vary much information by just reading people’s lips and when you
think of peopie with mustaches, or teachers who talk when they tumn their heads 10 the
biackboard. Well you know, But this one child was so gifted. | just do not understand how
he was abis to fil in all the missing information. Even when he was walching Lv. he was

abls to undarstand a lot of the language. Don't ask me how! Il never know. But that is one
exiraordinary giftl"

" don't belleve that this studant really has a terrifically high 1Q. But | have
never in my life seen anyona who wants to succeed as much as he does. He wanis 1o know
and 1o understand and he will work extremaly hard for what he wants. | think his gift is
his motivation! And In this world, where deafness isn't really understood. he will go a
long way because of it. *

4: Teachers' Knowledge: Masking Giftedness

" Maybe some kids aren' gifted, or you haven't found out what they're gifted in!"




Wl e M PT R I L OE T T R TR S T A6

SAQGE 1991 - CONFERENCE PROCEEDINGS

" Sometimas students show things 1o soms peopie that they don't show 10 others.
So maybe you havent seen il because the child is reluctant to show you, or maybe she
just hasn1 had a chance.”

*1 taught her in Grade 10 and she was always a very good student. | had 6 other
had hearing k8888 and they were in the public school. Jansne worked really
internationa! Baccalaureats courses and did wall in them. But in

%

has a wonderful mind but it's sad; her Engiish
writing and she has a hard time writing in English. Now,
expressing herseif in American Sign Language she is just terrific. But she has 1o work

8. Teachers' Knowledge: Being Amazed
"She just has that seed, that magict How does she do 77"

* You know how important it is for these kids to have lots of terrific support as
they are diagnosed:; well, Jamis, he has had such a deprived family backyround
would never think that he could develop his potential even If he had hearing. But
just cant beileve it. He has overcome all the odds and is emotionally in great
aiso leading his classl®

ore are these kids getling #? 1 just sit down and tatk o these kids and | sit
think, where did that come from? Where did that thought come from? This child
politics when he was 7 years oid, in a knowledgeable way,; he sven

So | have to remind myself, this child is gified but he is also profoundly
have any useable hearing and the family did not even have a captioned

l;%me.&hehasbeendeafslncebirth.madhaplckupthat
n -
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6. Teachers' Knowledge: Labelling

*Well you know, when | was a child, there were kids in our class who were called
gifted. | thought it was so unfalr. Soms of us just hiadn't developed 1o our potential yet,
and besides, those kids were always the ones that got the special extras in learning. |
would love 1o have bean involved in some of those projectsi®

*I know that Marion is gifted but you must remember that | have 6 other hearing
impaired students in my class. Each ong of those students has unique needs and if | ware
io 1abel her, them she reafly stands out. That is just not a good thing when you are
deafing with small classes. You want everyons to work together and labsling serves no
useful purpose. Of course the others know that she is really outstanding at some things,
but somehow the label makes it official and they don't really appreciate that.”

“s0 they decided to call her a genius (when she was 10 years old) and it has been
a very difficyit label for her to live up to. Paople say 'she’'s so briliant! it's too bad she
doesn’t have good speschl’ But the thing is, somehow she gets the idea that she should not

13
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ask for help, and that she must be able to do everything on her own. She aiso has said that
aven though she ss Lrilliant, she is still never 8s good as hearing people because of the
ditferances in communication. What a difficult thing for her to have to deal with!”

"You know, pecpio know, people know each other and we know what, how we feel
about sach other and where wo 50 that person's strengths. But what | ses as one student's
strengths another teacher may not see; the students may not show that teacher that
strength. So its very liportant wa stay multi-dimensional and | think that labstlling
makes us cardboard figurss, it makes us uni-dimensional and we stop. When we put a
labe! on something, we stop thinking about it and reacting to it.”

7. Teachers' Knowledge: The impact of Hearing Loss

"This student is so bright, he is so far beyond me that | think sometimes | can't
help him. it's Just there. And the insight he has into things is incredible, But you know,
there's a price to pay . He's left on the periphery of everything. Remaember, deaf peopie
who are also gifted are in a doubls-minority group. | mean, there are not a iot of kids
who can do the same things as he can so thers, he is a loner. Hearing kids who are gifted
at least have more peers 10 choose from, more hearing friends around them who are
more iike them. But there are only about 15 kids his own age in this school, and he is not
as interested in soma of the things that they are doing. His needs are different. Then whan
he gets with hearing gifted kids, he is different again, because they can't undersiand his
deafness and the communication faclors that make it difficult for him. So he doesnt
really belong in the hearing world because he is deat, and then he doesn't really fit into
go: gifted peers world because he is hearing impaired, Talk about not balonging! it must

, Trisha, just graduated from public high schoo!. | am a leacher at
af and Trisha has done really well, though at times we didn‘t know if
for her to be integrated into the hearing school. She seemed happy
though, and was always doing well, but never at the top of her class. But you know, she is
exhausted. She never found that an interpreter could really heip her so ail day long, she
had to watch the teachers. Of course when she looked away she missed what they said and
she had notetakers to help t00. But she must be so tired. And at times she said to me : ‘you
know, for all the hard work | do, and for all the time | spand studying, I'm still not at the
top. | guess being gifted and hearing impaired sometimes means being just average.
Because in the real world you are still competing with hearing peopls. But that is so hard
io take!* Trigsha has decided to 1ake 8 year off this year. | think she deserves il

REFERENCES:
Berg, B.L. Qualitative Research Methods. Boston, Mass.: Allyn & Bacon, 1989.
Lincoln, Y.8. & E.G. Guba. Naturalistic Inquiry. San Mateo, Calif.: Sage Publishing. 1985.

Yewchuk, C. and M.A. Bibby. “Identification of giftedness in severely and profoundly
hearing impaired students.” The Roeper Review 12, no.1 (September, 1989): 42.48
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You've Come To The Library To Learn About Dinosaurs...
But I'm Here To Teach You About Research
Elaine Blakey

(Revised from article submitted to LRC Journsl, June, 1990)

“You've coma to the librery to leern about dinossurs,” | told the cless of third
graders sitting in front of me, "but | am going to teach you something eise. |
alweoys teach the same thing,” 1 told the group. "It doesn't matter what you come
to learn. | 8lways teach kids how to do reseerch.”

Every unit | teech is basically the seme. The trimmings change to reflect the level
of child development, the teacher selected content, and the product to be produced
but the basic process doesn’'t chenge.

Goodiad has lamented that one of the problems with schools is that they stress
product, not process. Teaching content is not enough. If you went children o
1earn something, you must point out to them that you are teaching thet something
to them. If | went the students to somedey understand and accept the Research
Process es o portebie strategy that cen be carriec from subject to subject, | must
meke them aware of the steps to follow when doing reseerch. They must see its
structure or they won't be able to transfer 1t to other research tasks.

It is not enough o taks students through the steps of the research process. we
nead to spend en equivalent smbunt of time delinesting the process that we ere
teaching so they can see it as well. Each step must be made cledr to students.
Transfer occurs only when structure is perceived in one situstion snd the seme
pattern or framework is recognized in a new situation.

Focus on Research presents 8 process for research in five steps: Planning,
Information Retrisval, (nformation Processing, Information Shering and Evaluation.

11
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In the Planning step students need assistance to meke decisions about what they
know ond whot they went to find out. They should be given as much autonomy s is
appropriste for their age and skill development to select topics, determine
prasentation formsts and identify the eudience for the finished work. During the
information Retrieval step studentc work to identify the bs:t sources of
information, again as appropriste to their level of development. The Informetion
Processing step includes choosing and evaluating relevant informstion, organizing
end recording that informetion, meking connections and inference with slresdy
known information, cresting 8 product and revising and editing it until it is reedy
for presentetion. information Shering includes the dual aspects of presenting
informetion, thot of the presenter and that of the sudience. Evelustion involves,
not only tescher evelustion of the student's work but 81so self and peer eveluation
of both the process of resesrch and the product the student has completed.

Meatacognition involves being awere of and in control of your thinking. in order for
students to see the structure of the resesrch process, they must deveiop o
metacognitive process that encourasges them to look ot their 1earning; to observe
it in small pieces; to generalize from their personal feelings and actions wheat is
‘mportant for them to remember; and to 1dentify whot they cen apply in future
learning situstions.

One woy to help studen's focus on the structure of the research process as it
happens is to have them keep 8 journsl as they progress through the research
project. The journs! should be 8 journal of process, recording feelings end
activities and thoughts. It should focus on what was done and felt, not on whet
wes learned sbout the topic studied. Students should record steps they followed,
problems they encountered, feelings and other reactions they observed in
themselves as they progressed through the process.

Students, like 8l1 of us, know things first with their feelings. A student may be
excited and curious 6s she starts to select and norrow 8 topic. She mey feel
frustroted or setisfied 8s she applies her retrievel skills to Jocate the
information she needs. She cen becoms irritated, discouraged, and anxious 8s she
struggies to find the deteils nesded to complete ths web sbout her topic. She mey
be relieved and confident egain as the bits of information finally add up to enough.
Feelings of frustration meay arise once agsin 8s she begins to creste s product to

12
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show what she has learmed. Finally, relief, satisfaction, pride, success, and joy
may come to her when the job is finished.

Besides chronicling these feelings, the journal should also be used o record
activities that are part of the Research process. Discussion occurred, arguments
erupted, work was nest or messy, group work was successful or stressful.
Recording and snelyzing feslings and the activities that produced them can help
students to learn much about themselves and their abilities to apply the Research
Process.

Another weoy to focus student attention on feelings and experiences is brainstorm
remembered feelings and activities of 8 shared experience. From this list of
feelings and sctivities each student cen generalize what he/she learned and select
what he/she can apply to his/her own repsrtoire of research skills.

Yet snother way is to show the framework of a process is {0 have the tescher
think out loud sbout how he/she would approach e particuler task, modelling the
bahaviour students might follow and outiining the steps thet are part of the
process. in order 10 become aware of their thinking students i-equire vocsbulary to
label thinking skills and be able to recognize when these skills are used by
themselves and by others.

Ongoing eveluation provides another opportunity to focus on the process
Observation checklists moake it easier to tell if students are working through 8
step complstely. Focussing on the positive, snnouncing the perticulsr beheviour
you will be marking on your checkliist that dey, using T chorts to help students
clerify what thet behaviour 100ks 1ike and sounds 1ike will encoursge it to happen.
Using student behaviour 8s o ‘good example’ of what you are looking for also
focuses sttention on your expectstions. Evalustion of rough wcrk cen help
students to clarify the steps followed as he/she goss through plenning, retrievei
and processing.

Fasdback o students is 8lso importent if they ere to becrme oware of what steps
they ere following es they compiete their resesrch. when you see 8 behaviour thet
fits in with the process, point it out to the individual, 1abel it for him/her so
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he/she can tell where and how it fits into the structure and otherwise et him/her
know you ore pleased to ‘catch him/her' doing it.

Assist students in becoming femiliar with the Research Process by hanging & char?
thet outlines the steps where students can sese it as they work. Point out, end ask
them to point out, the steps ot which they ere working as they proceed from
Plenning to Shoring ond Evelustion. Review steps alresdy completed and anticipate
the ones to come. Ask them to tell you what happens in each of the steps as they
work through it.

Encourage students to see the fremework of resesrch b connecting one research
sctivity to the next. Point out similerities ("Remember when we brainctormed
whot we knaw sbout space. Todey we ore going to do the sams thing. We are going
to brainstorm what we know about dinosaurs.”) end differences ("The last time we
did research we took notes with 8 retrievel chert. This time we will make o web
to gether details sbout our topic.”) Emphasize that each resesrch project follows
the same genersl psttern.

Every dey, 1n every wey you cen, show the structure of the research process to
your students. Then, one day, when you are ready to stort them off on yet snother
research project, you'll hear them say, “0h, | know how to do research. we did it
when we studied dinossurs. First you...” And you cen smile end say to yourself,
"By gosh, | think they've got it!"
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Computers and Telecommunications in the Elementary School
Gloria Cathcart

Background

Maimo Apple Centre for Innovation
Malmo Apple Centre for Innovation (ACT) has been operational since September

1987. “Elementary School Integration of the Microcomputer into the Curriculum,” a
project directed by Mrs. Gloria Cathcart, was awarded a configuration of Apple Iigs

mm;c%smdm»\pphsoﬁwmbymu\ le Canada Education Foundation
(ACEP). &mmmmmdhw.g;’gdemminmmjm
classroom, and the author of materials used in the project.

Malmo currently has two Apple lIgs networked classrooms that server four classes
of grade 3 and 4 students, and is in the of installing 32 Mac Classsics on a file
server for use by grade S and 6 students. are computers in all classrooms in the
school, and a cluster of computers in the library.

Purpose
1 like the computers because it s a lot easier than using a pencil and
paper. And#‘mmkcam&mho’:dpe@erimﬁgktbeammrw
correct than on a computer. The g three room kas lots of neat furniture.
It looks a lot betser than just having plan old desks.
~Damien Jaipaul

1 like computers because they help you work faster and it is a los
neater. | like computers because your hands don’t hurt as much as when
you use a pencil.

-~-Emma Braim

What happens in a classroom where students have continual access to computers
and truly integrate the computer into the curriculum? Providing a working model of a
computer integrated classroom, not another school computer lab, is the purpose of the

project.

Fumggﬁmuemedaﬂr;’ e s‘mfor leaming and desi

appropriate for cooperative ing activities i 10

accommodate young students was built. Seven octagon-shaped tables, each with four

wings, were constructed in three sizes. The central wable provides woksmgcmccmda
area for students, Am&?meleftofmhmthmmmemuw. disk

drives, and a pull out shelf for the keyboard. Electrical and network cords are all concealed

within the fumiture. Only the monitor is located on top, making the student the focus of

the i

Prior to the introduction of the project, Malmo was a school of under 200 students
with 6 computers and a . Now as we begin our fifth year of the project, Malmo has
320 in-school students, 101 computers (49 of are Macintosh), ten printers (two are
Laser printers), a local area network , two modems, CD-ROM and Laser Disk Players, and

°""°§§§;w2£ PaiatWorts, Flus and MECC Software are the most frequently used

on the Apple lIgs computers. Microsoft Works, AppleLink, and HyperCard are
ing used as we install the Mac Classrooms. This will be expanded later.

~ -
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M‘mmxgﬁﬁmwmmmmmmu

mﬁ?f@o qﬁﬁ!enkgvmhﬂfmamﬂyl block of

%a hmmﬂ;% the young student, and a purpose for learning.
The Keyboarding Program and Using the Computer as a Writing Tool

Keyboarding is easier than going one finger at a time and you don't
have to sharpen your pencil. I can type better than my dad.
--Jacinda Duquette

1 like storywriting because we can use quotation marks. Also the

computer is a faster way to wrise. | like writing paragraphs. 1 also like
writing whatever length of paragraphs I wans!

--Naomi Mathison
A keyboarding based on teacher directed lessons, not 8 keyboarding
sofmmmiswed the ACL mmmmmmm i
wnﬂn&mmddmwmdﬁs&ommmnm

typewriting language 3
keyboarding to composing at the computer is also included. (Are You Ready? Elementary
WWWM&MMN 07-549768-9 from McGraw-Hill Ryerson,
Water Street, Witby, Ontario, LIN 9B6)
Once the keys had been introduced, including the shift keys, and children
%m’mumy "Mx;mm % m?ﬁmm'mmwgfff
arns ix to were req ore
Soon students mbepn o potm etters at the
oon 10 COmMpose stories, tters at the computer.
Techniquwwmdwoee@ngmhmdmedp;&ny. The was used
extensively for written responses associased with our reading activities. Students
on the computer to short stories, theme units, and our novel study units. Class
story books and individual student books were writiun, edited, and printed on the

We found students teaded to be more willing writers when using the computer.
They wrote longer stories, and did more editing. Editing was done both on the screen and
on hard , with assistance from peers, parents, teachers, student teachers, volunteers,
and senior Student work was displayed in the classroom, coiled in beoklets and
added to the library collection, shared with their friends and family, and included in

mwslmmdmmts'ﬂlhdm&
The opportunities that we have had to integrate the computer into the cumiculum
have allowed us to help students for this age of information. It only makes sense

that the students we teach use and become proficient with the technology of the age.
Telecommunications

The excitement and advantages of telecommunication
Telecommunications has opened a whole new area of interest and leamning for the
students at Malmo, and made maps and messages very important. “May I send a link to

16
20

Sl S gty SAAALE T "

TRV R




SARGE 1981 - CONFERENCE PROCEEDINGS

... T"or "Have ] got a message back yet?", are frequently asked questions by our
students.

We are using Macintosh computers, AppleLink software, and a Practical
Peripherals modem. Links are written directly in AppleLink, or on the Apple llgs and
transferred to the Mac. Tbeycanthmbemxasa isk file or further convertad to

AppleLink. Both electronic mail and an extensive bulletin board s are involved.
Text, and sound are A number of 4 ard stacks have bzen
linked. written in most intosh software can be sent as disk files. Graphics in

MacDraw, MacPaint, or aint can also be sent.
Global Education Network now has approximately 150 schools participating.
These schools are located in Canada, United States, most of the countries,
Australia, New Zealand, Indonesia, Japan, Chile, Israel, Bahrain, and Saudi Arabia. All
ofMMmumwmmﬁm&wshmm:mwyhﬂmge
8s messages come in French, S Finnish, and Latin
wﬁmmmmmmfmwm be available soon.
MWM vmam&s?&nummmmm
receive writing and students work messages They are
Wmmmmmmmﬂ when they are linking to students who
are learning English as a second language.

Elements in telecommunications

Technical Considerations
A computer, a modem, appropriate comminications software, and a telephone line
are required for telecommunijcation. More student involvement and ownership are the
advmmoflmvmgeqmpnwmmmedammwhbmymmmm in the school

K_ﬁ:oardlng

of students having keyboarding skills soon becomes evident Qur
grade three through six students had numerous occasions to enter links and receive
responses. They are able to sit down at the computer, concentrate on the message they are
sending, and quickly key in the text they desire. Lack of keyboarding skills was mentoned
byotg_.-.rsmwr asoneofdwbaggestdmwhckstosmdcmpamcxpanomnme
area of telecommunications.

Social considerations
Involving students in telecommunications provides them with the opportunity
gather information via the network and interact with students and/or teachers in other parts
of our country and the world They receive up-to-date answers from real people, often
children theirown age. This adds a dimension that does not exist in the books of the

schoollibmyandismynwﬁvmal'

At times it is to deal with language differences and stereotypes. Due to
the nature of our school on,mhaveafocusonmulﬁculmmhmsoonrncmork
connections are used to add significantly to this aspect. We found our giobai

communications network 8 great source of information and support for another focus,
global environmental concems, which are shared by many students around the world!

M&nltoringby w:&:“m f teachers i order to keep the
onitoring by a Or group o is very important in 10 keep
caliber of the ts at 8 suitable level. Unsupervised penpal activities soon degenerate
into less than ble drivel Qnrmdentsandwhmha::fpmvedmbeavery
responsible group. Ground rules for writing projects, well defined procedures for all

17
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projects, and continual teacher participation and supervision are imporant if projects are to

n&mm projects and tying them into the school calendar make
on into seems to
a more workable. that run for the fall, winter, or term work well,
we are a world wide this is ot strictly adhered to due to the variety of
in other parts of the world. Not everyone operates on the same calendar &5 our
schools! We have enjoyed the spontanecusness of the network and tried to be
flexible in our pro_ramming.

Curricslum considerations
curriculum activities within the

telecommunications projects to m—sning
more meaningful than if mdommiselaﬁon.!n
mmmmodm mmmmmmm &
would likely not have been a part of the regular school program. We have manyot'
these projects to be Ifmeteiuchsson of students that are
%w&m:&nmﬂt and understanding,
uymheccmehvdvad.A wmedbymAnschnscboolonmemmsof
mﬁwﬂm:wm:mwmmmm;wwm
pro 0 ;wwﬁwmmm our students. There are
w £0 S0meone’s mmﬁmamhummm:s
8 group of bbcinwredmemagn
me nf&aﬁmmrm(mmmeomy network)would

’“"“&
ummdbyamﬁuofoﬁ-hewwhwhfwmamy

umommdmmhm consuming part of the activity. Pre- and past-acLvities may

involve individual students, small groups, whole classes of students, or sometisnes the

Successful telecommunications projects
In order to be successful, the provision of some structure to a telecommunications
project is an important clement . It is nocessary to set specific goals, expect specific tasks

to be carried out, and anticipate outcomes. Having one person or a small group of
mmmdaﬁmw q‘hmd@epmﬁctwmbe
eomﬂimwd.ﬁmnmanfw § to the summary and distribution of results.

a time frame is also important, Itis o some lead time.
This allows to consider the decide who will be and gather the
necessary resources. Projects that aset and time are more likely to
be successful. A deadline for response is necessary chnisbeinseonecwd

wmm»mmmdmwmummm
returned to sites.

o G S B P O P e
me’&mmemmﬁ“w&f“” .~

wmwmmumhmdmmmmm

consideration. If the format is not clear it causes uncerminty
mnmmtmmm»mmmﬁyux mﬂm
comes in.

What happens on the network
Alth_1gh mnmmmmmMmmmem

%tndmmgum value has been by the more extensive
se of this exciting means of gathering first information for units in health,
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science, and social studies, as well as enriching our language arts program, has motivated
us to be as active as possible.

Christmas projects
In December of 1989, when my class was ing about Christmas customs of
various people, we placed an outline on our etin board asking for information
from the schools, and received much valvable i tion, all structured within our
outline. We were pleased to have high school students as well as elementary school
students respond. An added touch was by HyperCard stacks containing
Christmas ics and songs. A link Helsinki caused the biggest stir. A group of
high students explained their Christmas customs and had the nerve to claim
ownershbofSamadaus.sa‘yinsuw.SamﬁvedinLapland.ﬂnircoun . My students
were and declared, “No, he’s ours. He lives at the North Pole.” We got out the
be;addisgw«sddmﬁdsinﬁismhcbmmtheNommmanEd:mmom “But
0‘ m'l
Otrl9900uimasp:ojectwasonemaxswe£:mwholeschoolmdmn others
on our network. Since Malmo was in charge of our daily AGES News, we on to
other schools the highlights we received. In addition to the usual information on Christmas
mMmmmmemmm&M,MMmAmmm
own version of The Twelve of Christmas. Soon we had many versions to sing in our
+12 Navajos weaving, 11 lobos leaping, lObobcatsboumiﬁ,%oyom callinz, 8
pﬁcﬂ?spem i ', 7 senoras singing, § rattlers rattling, § golden zias, 4
ristras of chili, 3 clay post, 2 enchiladas, and a roadrunner in a yucca bush.
«12 parots prattling, 11 numbats nagging, 10 lizards leaping, 9 wambats working, 8
possums playing, 7 climbing koalas, 6 platypuses, 5 kangaroos, 4 kookaburras, 3
jabirus, 2 pink galahs, and an emu up a gum tree.

Getting to know our metwork neighbors

For the first 26 school days of 1991, we sent and received information from several
sites around the globe, focussing on one letter of the alphabet each day. In each message
we tried to share something important about our location that would be of interest to the rest
of the participating schools. At Malmo School these messages became the contents of a
huge wall display, and were tumned into a school wide contest.

A Whast would you do with an amoutiq?

Name s mission that was built in 1718 and used as a fort?

Name the monolith that is situated on maditional sacred aboriginal land.

How did Alberta get its name?
Answers to these questions were found by searching the A column of our wall data base.

Folk literature

A project or: folk literature from the various areas of our global network has been of

ial interest to us. Here again the topic we thought would be of special interest 10

dﬁmmmmmmwwgmwwg‘m
group school honors English students on the project of writing original,
modem fairy tales to share with everyone. Many versions of the Cinderella story, versions
of other commmon folktales as well as Inuit, Indian, and Mets folktales were submitted.
Graphics accompanied some of these folktales as well.

Social studies units
Our grade three students have been able to link to the schools on Baffin Island
while doing a social studies unit on the Inuits of Northern Canada. Questions that could
not be answered by using our books were answered by Inuit students and their teachers on

19
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Baffin Island. Being able to make direct contact with the Inuit children has helped our
students to increase their _nderstanding of our native people.
_ Grade five smdents linked to other classes across Canada to gain information on

Canadian lifestyles. the information received to their own lifestyle. As
links go back and forth, fri ips are built and information is expanded and refined. We
focus on similarities.

A two-month study of Australia by Malmo 3/4 students was enriched by the
many links that came to us from our primary school in Bendigo. Sea mail packages also
were sent both ways across the ocean.

Current affalrs

our Mmhmmadw%ka%Wﬁm
students are responsible fora newspaper called y in conent

of the news items ranges from international 10 in--chool. Involvement in the publication of

m«shﬁ&nmym Students who participate benefit from the activity,

the papers were long or short, general or topical, elementary or secondary.

The excitement of first hand messages from Califomia at the time of the big

resulted in bulletin board displays and copies of links being taken home by
students. We leamed about things over the network that we never heard on television or
radio. The Earthquake HyperCard stack produced by Apple has been of special interest to
our students.

Currently there is much information on the Berlin Wall and the Gulf Crisis. Older
students are questions and stating opinions. The effect of the media is a topic of
interest. Students in different parts of the world are ing the coverage they receive.
Since we have an Arabic bilingual program in our , the issues of the Middle East
have been approached by students as young as grade three. Issues of multiculturalism and
discrimination are important.

B mmemmewmaNewmkemmAm%wmpmfak
We kept in touch with exglgmmmqgg:menewsmxfmmowschoolsinmway.

We have followed the 1991 Alpine Ski Championships in Austria in a very special
way. Students and teachers there sen: many to the rest of the world, not to give
us the information in our newspapers, but 10 add those items that were of special
— mww mmmmﬁﬁmm
security -the env

ey

themselves, rest of us on the network. In addition to their
special assignment of ing, the students in our AGE school in Saalbach took
ﬁcidmmmmm from Malmo students to Edmonton’s Edi Podivinsky.

Health, science, and environmental studies
Various mini projects on care of the elderly, food and meals, and drug abuse have

been explored,

‘gaﬂymﬂummﬁnkedduﬁngthemmhof&bmmlm.ﬁma
number of sites to a schoo! in Nova Scotis. They then returned charts and graphs to the
participants. Information on acid rain has been collected and linked to others on the
network. During the 1990-91 school year our weather collections have consisted of a
weeksmor&ng;myﬁvem is way we get a glimpse of what it is like in each

Articles in are often a source for a mini project, such as the article
mmmwmmm;memd(maﬁngnﬁnkmm)diqmbk
diapers. A grade four student linked out a response to this to see if others had similar
concerns and found that an article in one of our Canadian magazines had been read by a
respondent in Saudi Arabia

20
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Matbematics and art

Surveys conducted at various grade levels, often serve as graphing material for
younger students, whil= older ones use it in spreadsheets and graphs. The information has
been shared in many formats. Problem solving activities have also been linked,

Using various graphics smudents have looked at architecture and how
buildings vary in different s. Young students (grades 1-3) made drawings of their
homes, which then became the blocks for a composite "quilt”. Having blocks from
Nmkmmmmaqﬁkmnlymumique. Tllustrations to go with
stories have been linked. Other projects included an activity on fingerprints, and one called

where students drew and then wrote about the five most important words they
would share with an alien.

Language arts

What better way is there to motivate letter writing than to have children write letters,
link them on the netwark, and then receive answers promptly? A vast i vement in the
lenter writing skills was noted as grade three students responded with 300 word lenters.

An ingeractive project involving the writing of couplets—two line thyming

the thems of versus spring, was started by my grade three students.
After linking only the first line of these couplets to a number of schools and were delighted
with the results. Students in Spain and Norway (ages lelG).leami:g_mEngﬁshasa
second responded with their second line. Inuit children on B Island as well
as children in husetts and Arizona sent responses.

Amammmmmcmﬁwasmwusmsumhﬁck's
Day from at Pond Inlet on Baffin Island. In a sequel to this story, the monster
visited our city of Edmonton and Malmo School. Once my students had had their fun,
they sent him (links, of course) back to Pond Inlet.

Students are currently involved in an Online Writers' Workshop. Srudents and
mchmmﬁa%ﬁdmum Students can then post a ston that is nearly ready
for publication. are also expected 10 respond to the stories of others. Itis our
objective that every posted story will have at least one response within two days.

jem%ch ;l;impmmhasbm g:":'hedmmdnmmus other writing
pro opportunities for our s ts 10 write using computers.

One of the exciting things about network communication has been the activity
between students in different age groups. There has also been a rich dialogue between
administrators, teachers, student teachers, and students. Helsinki high school students are
special to Malmo grade three students,

Conclusions

Our success in the keyboarding program at the grade three level has been very
rewarding. Students become efficient computer users. The computer has become a
pomﬁnmlmlangummmmmmdsmdwmhmshownammedmwm
n writing skills.

AGE telecommunicsations has provided many benefits for both students and
teachers. This new and exciting way to exchange information has provided students with a
real audience for their writing. S quickly gain first hand information from students
in other parts of the world. share their concems for a safe global environment, for
peace, and freedom, and gain an understanding for the feelings of others.

Teachers consult and compare with other teachers in our own country, continent
and around the world, sharing projects, problems, and solutions. We trust that we can
improve global education and make the world a better place for future generations as we
work together through AGE.

Note: This is a condensed version of one provided to the Survival Skills Media
Conference in November 1991, for printing in their Proceedings Booklet.
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Mentorship: How and For Whom?
Don Green

Traditionally, mentorship programs have been established for
_ assistance in career-decision making with Senior High School, College or
University students. Although it has been shown that this is an acceptable
and appropriate method, we feel that a mentorship program can be more
than the above.

1L It would appear that knowledge acquisition at any grade level would
be an acceptable goal. This might take place in a high interest area or
over an expanded topic. The contribution of the expert in developing
knowledge in a particular area would bring a whole new dimension to

how most students expect learning to take place.

would provide some students an opportunity to establish a focus area
for future work. This too could lead to an increase in knowledge

through & means other t*an book-learning.

3.  Subject orientation, in which a specific talent or strength might be
extended, is not likely to happen in the school setting. This might be
tied back into Type III Earichment activities in the schoo! and, in this
instance, the mentor could very well come to the school.

4.  Personal Development is an area not usually thought of as being
supported by a mentor. Some students require a great deal of
confidence building. The mentorship program provides an opportunity
to gain knowledge about one’s self in a totally different environment.
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The "Goodness of Fit” between the mentor and mentee is of utmost
importance in all cases, but in this iustance, it is doubly important.

‘Students most likely to blossom under this arrangement are those who
demonstrate a sincere interest in particular topics or problems and also
show a willingness to pursue at advanced levels. Mentorship is the act of
personalizing learing by doing and therefore demonstrating real purpose
with real problems. The student’s role shifts from lesson-leamner to first-

hand-inquirer and brings about a synthesis and application of the content -
therefore personal involvement,

The teacher serves as a facilitator and assists studeats in developing
data gathering and investigative techniques. This role needs to deviate from
the Teacher Centredness side of the continuum towards the Child
Centredness approach. This may require a change in how learning is
viewed, not only by the teacher but by the system.

The Ceatre for Gifted Education program is designed to provide
support for teachers at all grade levels, ECS to Grade 12, within a radius of
Calgary in which transportation of either the mentor or the mentee can be
facilitated. The teacher, after identifying a possible candidate for the
mentorship program, should discuss possible scenarios with the student and
the parents, then contact the Centre for the names of possible mentors.
The school staff then becomes responsible for the remaining arrangements
as to time, date, and place. At this time, it is important to reinforce the
importance of a "Goodness of Fit" for the activity to be successful.
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Integrated Activities for Classroom Enrichment

Cledwyn Haydn-Jones

Presentation:

1.

Overviev of Integrated Activities to conference delegates

{(a)
1§}
(c)

(&)

(e)

Active Learning
Putting the rich in eanrichment

Child Drama and Dance: the legacy of Slade, Way, Heathcote,
Boorman, Livant
Value of Child Drama

grovth in imagination and creativity

sesthetic education

movensnt/psycho-motor

cognitive growth e.g. language development (myths and metaphors)
affective attridutes e.g. 'ensagement’ in learning
improvisation and script development

dramatization (possibilities for 'intrinsic' motivation)

CoRT activities (de Bono) and dramatic interpretation

Demonstration lesson (grade 5 level)

(a)
(d)
(e)
(d)

(e)

(1)

Introduction/ ‘motivational set' (horror, anguish, disgust)
Pre test: knowledge of drama (plot, character)

Varm up activities

Presentation

i Story of Pied Piper of Hamelin
(related dramatically with challenging vocadulary)
i1 ‘Act out' (dramatise) and move with various
scenarios/characters
144 Discussion of legend: script and characterization
iv Imnprovisation

Association/Review

i vocabulary/conprehension

i1 developing the play (brainstorming)
ii1  aslternstive sequences and sud plots
iv climax/denouement

Post test (‘'dip sticking' about new things learmed)

25
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(g) Conclusion

i posing the possidility of using the Hamelin thenme for
conteaporary prodblems (using CoRT strategies)

11 preparing class for next class: Rodert Browning's famous
poen

Enrichment:

The Rocky View School Division has adopted the Schoolwide Enrichment Nodel
(SEM). Progras Specislist, Jo-Anne Koch, Pupil Services Department,
principals and teachers have nodified SEN developed Dy Renzulli and Reis
(1985) to suit the needs of Rocky View schools and students. Although
‘revolving door' and the R.P. 4 (resource program level 4) are important
components of the Rocky View model, a great deal of emphasis is placed on Type
I enricheent in the regular classroom. Some sctivities recommended for the
scademically and artistically talented students

".s» can be applied successfully to larger segments of the school population”
(Shore and Teianmis, 1985; Birch, 1983).

Type 1 Enrichment comprises general exyloratory experiences and activities
that are designed to expose students to a wide variety of disciplines (fields
of study) such as visual and performing arts where - at the elementary
achool - are not ordinarily covered in the regular curriculum.

Presentor's Experience with Child Drama:

The presentor in his first degree progran at The University of Wales, Bangor,
ssudied Bducation and Dramatic Art. As well, he scted professionally both
during and after university with various theatre companies and B.B.C. (Wales)
Radio and T.V. As a teacher in London the presentor adopted successfully the
ideas of Peter Slade in Child Drama. Language Arts lessons, at the grade four
level for example, were freguently transformed into integrated activities
which complemented 'Language Learning':

choral speaking {(e.g. Robert Browning's poem)
nine and movement

legend retelling (sags groups)

action songs

country dancing

story adaptation/acting out

morsl education role plsy/simulation
movement sducation (physical education)
svords/stage fights
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The London slum kids were often exposed to a series of lessons that comprised
pany of the above activities in one lesson. The adaptation of the Namelin
story is a good example (e.g. mime, movement, choral speech, signing, acting
out, improvisation, and ‘'stage fights').

Students were 'engaged’ in their learning. They returned to their desks and
the dasal reader with 8 greater anticipation for and understanding of text and
context. The new vocabulary {e.g. virulent, rodents, vermin) and concepts
(e.g. horror, disgust, bdetrayal, avarice) - introduced in the dramatization
phase of the story - was already familiar to the students defore the text was
re~read. '

Aesthetic REducation and the Value of Drama:

“Proponents of aesthetic education ... see (it) as a form of aesthetic
literacy in every art for everyone, and the work in the individual arts are
elective opportunities for those who want competence in them”,

B. 8. Broudy (1977)

”... & very vonderful thing... exists in our midst but ir is as yet hardly
potices... It is a creation, a skill, it bdlossoms where there are patience,
understanding, happiness, freedom, observation and humility. It is bdorn of
plan and 4s nurtured, guided and provided for by the wise parent and the able
teacher., It can de drawn out, though it may evolve alone to some extent. It
can take the form of games, dramatization, classroom drama acting exercises,
free expression, improvisation, activity method and creative drama.

Ve are to consider them a human activity, and a skilled one at that, thoush
this skill is to a larze extent unconscious”.
Peter Slade (1969)

"Students consistently expresssd positive sttitudes about SEM. They
collectively viewed school as & place that more accurately addressed their
personal needs and that provided them with opportunities that they might not
have ever had otherviss. Perhaps of ever greater importance vere some
attitudinal changes expressed by students such as the following:

1. s general feeling that pursuit of individual interests is both
acceptable and encouraged in schools

2. 8 perception that completion of workbook pages and other traditional
classroom assigoments is not ap end dut rather a means for obtaining
opportunities for greater exploration, training, and creative production
within topics based on one's interests and beliefa that school is
intended for students to become more attuned to their ovn personal needs
and interests while acquiring the skills mecessary for successful
adulthood”.

(Olenchak and Renzulli, 1985%)
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Beyond Reference Skills and Report Writing
Facilitating the G!fted Learner's Investigation of Real Problems
Jo-Anne Koch

INTRODUCTION

one of the basic tenets of a defensible gifted program 1s to
provide students with an opportunity to investigate real problems
using methods of inquiry employed by experts. However, while
gifted students have the ability and interest they frequently lack
the skills to conduct their own investigations. When they are
given the opportunity to become investigators and idea producers,
they frequently approach the task hapbazardly, become bogged down
and ultimately frustrated at their inability to conduct an advanced
research project.

A search of the literature reveals many fine independent study
materials (see listing of References/Resources attached) available
for use by the classroom teacher but few provide a comprehensive
scope and sequence for guiding gifted students through the
investigation of real problems.

The following listing of skill sequences and accompanying RESEARCH
MANAGEMENT PLAN attempts to provide such a framework.

A SCOPE AND SEQUENCE FOR ADVANCED RESEARCH
STEP 1: Planning

- Choose a general topic, concept or field of study

- Conduct preliminary research/background reading

- Identify a specific problem, issue or concern of genuine
interest

- Review recent relevant research

- Formulate one or more research question, hypothesis, theory
or thesis statement

- Select appropriate general research design/study method

- Devise specific research design/action plan/proposal to
guide the investigation

- Develop a tentative timeline for the study

- Identify potential audience/outlet

- List possible products

29
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STEP 2: Collecting and Organizing Data

Select suitable general research strategy(ies)

Choose and use appropriate research techniques and tools
Identify and master specific methodological skills required
for this study

Ensure research is conducted in responsible, ethical manner
Organize data for further analysis and interpretation

List specific methodological resources employed in the
study

STEP 3: Analyzing and Interpreting Data

Judge authenticy, credibiliity and relevancy of accumulated
data and revise study if necessary

Perform appropriate statistical analysis(es) on arcumulated
data

- Summarize findings and/or draw valid conclusioni(s)

List implications/suggestions for future study

STEP 4: Communicating Findings

Create a polished product
- Share research results/product with appropriate
audience/outlet

STEP 5: Evaluating

Evaluate research process
Evaluate product(s)

33
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RESEARCH MAHAGPMNT PLAN

Developed by Jo-Anne Koch

Name:
Tescher:

Grade:
Sehool:

-

Beginning Date:
Progress Check/Conference Dates:

Estimated Ending Date:

GENERAL T0PIC, CONCEPT OR PIELD OF STUDY:

SPECIFIC PROBLEM. ISSUE OR CONCERN:

RESEARCH QUESTIONS, RYPOTHESIS OR THESIS STATEMENT:

GINERAL RESZARCH DESIGN/STUDY METHOD:

— Nistorical
— Descriptive _  Expsrimental

— Action — Quasi-Experizental
— Other:

— Causal/Comparative ___ Case & fieid
— Correlational
— Davelopmental

NETHODOLOGICAL RESOURCES
Resource Persons/How to Books:

Special Materials/Bquipsent/Instruments:

SPECIFIC RESEARCH DESIGH/ACTION PLAN/PROPOSAL:

Possidle Products Potentisl Audiences/Outlets

PTOTRATION 15 TeCOraed on 1everse 5106,

H tionai
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faciiitator:

Mantors .

DATA COLLECTION AND ORGANIZATION
Genersl Research Strategies

— Information Search - Survey
- Primary Sources — Questionnaire
Secondary Sources Interview
 Expartment - rvation
Laboratory . Baturalistic

— Participant
Spscific Resesarch Techniques & Tools

— Reading/Listening/Vieving __ Ladelling
- Computer Datadase Coding

— Lattarvriting — variadles
— Artifacts ° — Grouping
Archives Sampling

Content/Document Analysis _ Botetaking/Notzcards

— Collesting __ Diariss/Journals/Logbooks
- Selecting __ Forms/vatrices/Files

- Messuring __ Graphic Orgsnizers

— Examining __ Audio/Video Tapss

- Questioning __ Photo/S1ides/Filns

— Listing __ Apparatus/Equipment

_ Designing/Constructing __ Instruments

- Duse Simlations

riding/Documenting __
Summarizing/Paraphrasing __ Tests/Trials/Treatments
Coadining/Integrating _ Pield Test/Pilot Study
ring/Sequencing

DATA ANALYSIS AND INTERPAETATION
__ Judging/veritying __ Descriptive Statistics

__ Authenticy — Frequency
— Accuracy Distridution
. Credidility __ Neasure of Central
_ Relevancy Tendency
- Distinguishing/Separating — Variadilicy

— fact & Plction
__ Pact & Opinion

__ Inferential Statistics
— Correlation

__ fact & Theory _ Chi-Square

— Fact & Valus Claims - T=Teat

__ Nypothesis & Bvidence __ Determining Cause &

__ Hypothesis & Effect

Generaliszation _ Hypothesizing/Theorizing

— Evaluating — Predicting/Inferring

. Validity —_ Summarizing/Synthesizing

— Ralirpildty — Gensraligzing
__ Revising __ Coneluding
—_ Estimating/Approximating . Other:

Implications/Suggestions for further study:

Orde — Tallying
_ Banking/Rating Scaies

— Classifying/Categorizing
— Comparing/Contrasting __ Checklists/Inventories

licating __ Outlines _ Knowledge __ Process __ Self __ Teacher
- :::tmturtu Bidiiographies — Skills — Product __ Pesr __ Facilitator
: Eladorsting : Other: — Other: __ Other:
— te: tiona ormation is rece on reverse side.
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- References/Resources -

Artifact Box Exchapge Network, Scott Johnson, The University of Connecticut

' h, Bardbara Bunker et.al..

dep de to Cond ng Social Science Resea

Center for Creative Learning

Challenge Projects (for the Gifted Reader). Houghton-Mifflin Canada, Ltd.
Chi Square, Pie Charts and Me. Susan Baum et.al., Pac-Rim Book Services

Chogsing and Charting, Jan Eichenberg & Lindy Redmond. Center for Creative
Learning

Data Bases for Beginners, Elaine Englemen Schulman, Creative Learning Press
Doing Your Own Reasearch. Eileen Kane. Creative Learning Press
focus on Reseayrch, Curriculum Branch. Alta. Ed.

Fostering Independent, Creative learning, Donald J. Treffinger and Patricia
McFwan, Creative Learning Press

How to Copduct Suxvevs, Arlene Fink and Jacqueline Kosecoff, Creative Learning
Press

Independent Study Progxam, Susan K. Johnsen and Kay Johnson, O0ld Wagon Learning
Assoc. '

Organizing Thipking, Howard and Sandra Black. Mind Resources Inc.
Pathways to Investigative Skills. Deborah Burns, Creative . .arning Press
Statistics Machine, Trillium Press, Pac-Rim Services

Research Without Copvine. Nancy Polette, Western Educational Activities
Teacher’'s Choice, Sandra Kaplan, Goodyear Books (out of print}}

ing, Curriculum Support Branch. Alta. Ed.

The Schoolwide Enrichment Model, Joseph S. Renzulli and Sally M. Reis, Creative

Learning Press

Up Periscope, Dallas Independent School District
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Center for Creative Learning
P. 0. Box 619
HONEOYE, New York 14471

Creative Learning Press, Inc.
P. 0. Box 320

MANSFIELD CENTER, Connecticut
06250

Dallas Independent School District
2517 South Ervay Street

DALLAS, Texas

75215

Houghton-Mifflin Canada iLtd.
150 Steelcase Road VWest
MARKHAM, Ontario

L3R 3J9

Mond Resources Inc.
Box 126
KITCHENER, Ontario
N2G 3W9

01d Wagon Learning Associates
1404 01d Wagon Road
AUSTIN, Texas 78746

Pac-Rim Book Services

15 - 11191 Horseshoe Way
RICHMOND, British Columbia
v7a 385

The University of Connecticut
231 Glenbrook Drive

Storrs Hall, Rm, 28 4-7
STORRS, Connecticut 06268

Western Educational Activities
P. 0. Box 3806 Station D
EDMONTON, Alberta
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Mentorship on Action
Stephen Leppard

Philosophy

At Malmo School, we believe that learning is enhanced by the experience
we provide in school, and by the people who touch a child’s life.

Our mentorship program adds a new dimension to learning. During the
school year, students work with volunteers mentors to learn more about a
specific topic. Whether it’s to talk about nature, dogs, or the United
ngm our mentors enthusiastically share their information, knowledge
and skills,

Business people, homemakers, scientists, post-secondary students and senior
citizens ... mentors represent all walks of life. Their contributions of time
has a positive affect on a student’s overall education.

The mentorship program benefits Malmo students in many ways., They
have an opportunity to work with an interested and experienced mentor,
and they can also share their new-found knowledge with their peers in the
regular classroom.

These students have been identifies by Malmo teachers as children who will
benefit from gaining additional information. They are highly motivated
and exceptionally interested in learning beyond the curriculum. Mentors
can help these students to explore real life problems effectively.

Each Mentor will not only effect the leaming of a student but gain
information about our school and the surrounding community.

How does it work?

Mentors decide on a topic and work with the teacher to deliver a program

that will benefit everyone involved. They may choose to work with one
child, or with more than one at a time.
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Mentors also select an appropriate time to work with students, depending
on the topic. Weekly, ti-weekly, and monthly times may be arranged.
Meetings can be held at the school, during the day, or at times when a field
trip is necessary. Any cost incurred by the mentor will be verified by the
program coordinator for reimbursement.

Mentors decide how much time they wish to commit to the program. The
length of the project can range from three weeks to three months. The
mentors’ schedule will also dictate the length of each meeting.

39
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Gifted Females: A Dilemma
Judy Lupart

Recent publications reveal that even though there
has been marked improvement with respect to societal
attitudes and options for females, and gifted females
in particular, over the century, prospects for full
realization of potential are still less favorable in
comparison to male peers (Kerr, 1985a, 1985Db):
Silverman, 1989; Eccles, 1985). In her fascinating
recapitulation of the life and accomplishments of Leta
Hollingworth, a noted pioneer in the study of gifted
females, Silverman (1989), provides some vivid examples
of the hurdles that women have had to overcome. A
particularly poignant example is found in a recorded
speech of Le Bon, the founder of social psychology, in
1879 on the subject of women's intelligence.

Generally, he paints a picture of females as being far
inferior to the male population, even though he
acknowledges exceptional cases in which females
achieved superior performance. However, he summarily
dismisses these as being rarefied quirks of fate and as
uncommon as the birth of a two headed gorilla.

Accepting that such sentiments were generally held
at the beginning of this century, it is the purpose of
the current presentation to examine more recent trends
and to consider the future outlook for gifted females.

One of the important sources of information in
this area c.mes from longitudinal research. Barbara
Kerr (1985) haz synthesized the findings of four such
studies involving gifted females, including the seminal
work of Terman (1925), which warrants special mention
here. Terman'c longitudinal study consisted of 1,528
individuals who scored over 135 on individual I.Q.
tests in 1921. His sample included 671 females and 847
males, who were extensively examined, from ten years of
age to retirement.

Very briefly, the results indicated that, for the
most part, gifted men and women achieved fairly '
equitably up until the time of college entrance and for
the initial undergraduate degree with 66.5% of the
females and 69.8% of the males graduating from college.
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After this point significant differences are noted
in that 39.8% gifted women and 47.6% of gifted men in
this sample continued on to graduate studies and only
14.2% gifted women, as opposed to 31.1% gifted men
continued on and earned advanced degrees (Ph.D., M.D.,
LLB.). Most significant were the discrepancies in the
career achievements. The majority of males in the
sample achieved prominence in professional and
managerial occupations, whereas 50% of the female
sample became housewives. Moreover, only 11% of gifted
women versus 86% of gifted men were employed in
professional or managerial careers in 1955. More
often, women who did pursue careers chose occupations
such as teaching, social work, secretarial or library
and nursing.

The recent synthesis of the results of Terman's
and three other longitudinal studies directed at gifted
females, Kerr (1985), indicates that we need to examine
all stages of development of gifted females to gain a
better understanding of the issues and trends leading
to underachievement, particularly at the career
advancement and professional development level.
Significant findings are briefly outlined below:

a) . The Young Gifted Girl - in general the studies
found that young gifted girls:

* were superior physically, better adjusted than
were average girls, and more socially
knowledgeable,

* had interests more like gifted boys,

* were more strongly influenced by their mothers
than were gifted boys,

* obtained self-esteem through school and club
achievenments,

* expressed wishes and needs for self-esteem at the
age of ten.

The following characteristics were
particularly characteristic for highly gifted
girls, in that they:

* yere often loners without much need for
recognition,

* were often second-born females,

* aspired to careers having moderate rather than
high status,

* had high academic achievement.

® 4
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b. Adolescent Gifted Girls - the following points
collectively describe the study's findings for
adolescent gifted girls:s

* IQ scores dropped in adolescence.

*+ They showed higher academic achievement than
gifted boys of the same age.

* They showed high involvement in extracurricular
and social activities.

* Around the age of fourteen there was a critical
shift in lifestyle values related to strong needs
for love and belonging.

* They expressed fears that a choice between career
and marriage had to be made.

*+ Eventual career-focused females expressed interest
in scientific/idea oriented careers.

* Eventual homemaking females expressed interest in
snhcial and people oriented careers.

* Highly gifted girls often did not receive
recognition for their achievements.

c. Gifted Women - In general the academic and
vocational achievement of gifted women, compared
to that of gifted men, continues to decline
throughout adulthood. Specifically, this is shown
by the following points:

* Most employed gifted women chose disposable
careers and only a small group entered the higher
professions.

* Salaries of gifted women were much lower than
those of gifted men in occupations at the same
level.

* Highly gifted males' income averages almost twice
that of highly gifted women.

*# Only a small proportion of highly gifted women
were unemployed fifteen years after high school
graduation.

#+ Farly marriage and birth are closely related to
low achievemen..

* Between the ages of 23 and 29 the careers of males
accelerated, whereas womens' stood still and they
may not catch up to their male peers for the rest
of their working lives.

*+ Single career women derive satisfaction from their
work and also enjoy friends, hobbies and community
activities.

* Homemakers receive less satisfaction from their
work than do single career women or integrators
who combine child birth, marriage and career.
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* Mental stability in the support of others is
crucial to successful integration of career and
family.

* Integrators are highly satisfied as a group.

* Esteem needs become highly important around the
age of forty.

* IQ@s do not predict career achievement or
employment. (Kerr, 1985, pp. 87-123)

Despite the fact that there are no comparable
canadian studies, it would seea that the trends
for females at least at the university level are
quite similar. For example, the Canadian Yearbook,
1990 from Statistics Canada reveals the following
breakdown with respect to bachelor degrees awarded
by Canadian universities in 1986.

* household science 3% male, 97% female
* education 26% male, 75% female
* engineering 90% male, 10% female
* forestry 83% male, 17% female
* nursing 3% male, 97% female
+ math/physical

sciences (geology) 80% male, 20% female
* mathematics 65% male, 36% female
* physics 87% male, 13% female

* total degrees earned
at the bachelor level 47% male, 53% female

These figures confirm a pattern of
traditional career/discipline choices; and similar
to the U.S. longitudinal studies, the breakdown by
gender with respect to total bachelor degrees
earned is roughly equivalent. In a similar vein a
look at the graduate degrees awarded by Canadian
Universities in 1986 reveals a significant decline
with respect to graduate degrees earned by females
in comparison to males.

* Masters level 57% male, 43% female
* Doctorate level 73% male, 27% female
Current Trends

A recent study by Tomlinson-Keasey and Smith-
Winberry (1983) offers some interesting insights with
respect to the changing outlook for gifted females.
The central focus of their study was to examine
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similarities and differences between contemporary women
and Terman's gifted women. On the positive side, their
findings revealed notable increases with respect to
educational achievement, occupational advancements, as
well as confidence in the ability to take advantage of
increased opportunities. However, on the down side, the
data revealed much greater levels of dissatisfaction in
all aspects of life for contemporary women. Thus, it
seems apparent that even though some general
improvements have been achieved by todays gifted
females, more could and should be done to encourage the
development of their full potentialities.

Future Promise

In light of the previous literature and research
findings, in combination with more recent statistics
concerning degrees awarded in Canadian universities,
there are a number of areas which hold considerable
promise for continued advancement of gifted females.

a. chanaing Attitudes ~ greater attention must be
paid to generalized social stereotype thinking.
Males and females with high ability need
encouragement to achieve at the level they have
potential for.

b. 0 ling and dance ~ schools need to provide
earlier assistance for gifted females and more
support is needed with respect to decisions
relating to post-secondary education and career
choices.

c. ch - much of our current

literature‘comesmféom United States studies and
statistics. More efforts are needed to examine the
patterns and issues with Canadian gifted females.

d. Mentorships - considerable benefit can be derived
from pairing achieving females in professional
roles with students who show an interest in these
areas, particularly in male dominated fields.
Such mentorships can provide prospective females
with a realistic view of the profession, and
advisement on the prerequisite training and
experience necessary for successful advancement.
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The Artifact Exchange Network Session
Marilyn Macyk & Bonnie Lebowitz

The Artifact Exchange Network is a one hour session

presented by Marilyn Macyk and Bonnie Lebowitz which introduces

a hands on biannual, interschool, intercountry project. This
activity utilizes advanced research reference and critical reasoning
skills as well as a real life experience to deliver an enrichment unit
to gifted students.

Artifacts, charts, simulation exercises, tapes, slides and a
student made video are some of the audio visual materials which
Mrs. Macyk and Ms. Lebowitz incorporated. These materials were
used to demonstrate the effective application of this program in
various educational settings, in class enrichment, a pull out model
and as an ndividual project. These materials are avaijlable for
loan by contacting either presenter.

Attached are copies of the handouts which were distributed.
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REGISTRATION FORM

THE ARTIFACT BOX EXCHANGE NETWORK
The University of Connecticut
231 Qilonbrook Rosd
Box U-7, Rm 20, Storrs Hall
Storrs, CT (08289-2007
(208) 486-0817

DIRECTIONS: Pisase use ONE registration form for EACH teacher participant. Checks or purchase
orders must accompany sll registration forms and should be made payabls to “The
Artifact Box Exchange Network™. You will recsive your tsaching matsrials approximately two weeks
afler we receive your regisiration form(s).  You may want to keep a copy of this form for your records. Ploase

check the imsiine that was inciuded with your original maliing for the proper deadines. Canadian
sdeators: plsase encioss United States funds.

PLEASE CHECK THE APPROPRIATE LINES TO INDICATE YOUR ORDER:
—SEND ME ONE COPY OF THE TEACHER'S GUIDE ($15.00) Uu.s.
—_REGISTRATION MY CLASSROOM FOR ONE EXCHANGE ($20.00) 4.s.

000082 | WISN TO PARTICIPATE IN TNE:

PALL OSEMEOTER, (0___ __SPRING SENASTER, O___
MY PAYMENT (CMECK NUMBER) IS

—— MY PURCHASE ORDER NUMBER (ATTACHED) IS
(PLEASE PRINT CLEARLY)

Teacher's Name

Schoo! Nama

Street Address

Clty State/Province

Zip Code/Postal Code

School Telephone ( ) —_

Home Telephons ( ) {You will be called only if @ problem arises.}

Grade Level (s) of Your Clase
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Facilitation of Emotional Expression in Gifted Students
Sal Mendaglio

-

In recent years there has been a growing interest in the non-cognitive aspects of
giftedness. More and more one sees references to the social, emotional, and vocational
concerns of gifted children. Many texts on the topic of giftedness include chapters on
counseling of these children. A perusal of recent journal articles indicates a strong inter-
est in the social and emotional concemns of gifted children. Some special issues have
appeared on this area. The purpose of this paper is to address a particular facet of the
affective domain, namely, the facilitation of emotional expression among these children.
In the process, some comments will be made on how the literature interprets “affective”
characteristics, and on the necessity of appropriate emotional expression for gifted chil-
dren.

Affect, Emotion, and Affective Characteristics

It is current practice in the current literature to define “affect” in an idiosyncratic
way. While in psychology, affect is often used as a synonym for emotion, in the literature
on gifted, affect is often used to refer to personality characteristics. A perusal of popular
texts suggests that “affective” in the context of a discussion of characteristics refers to a
variety of descriptors some of which are directly related to emotions, while others are
traits.

Though Clark’s (1990) text probably contains the most extensive discussion of
characteristics, one can find these treated in virtually all texts dealing with gifted educa-
tion. For example, Parke (1986) lists ten affective characteristics of gifted children
including: leadership ability, moralism, resourcefulness, advanced sense of humour,
preference for the company of older children and adults, perfectionism, sensitivity to
themselves, others, and their environment; and intensity. Clark’s list is more detailed but
she too includes the last two: sensitivity and intensity. Thes: wrms are the affective
characteristics that most closely approach the use of the term as equivalent to emotional.

Parke’s (1986) description of these two characteristics is fairly reflective of the way
in which authors tend to view these terms:
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Sensitivity to themselves, others, and their environmens. Gifted students are very
aware of their environment and the people who are in it. This awareness is coupled with
sensitivity to the feelings of others and the events in that environment.

Intensity. One can feel the intensity emanating from a gifted student who is work-
ing on a topic of interest. The intense concentration, perseverance, and commitment to
the task is obvious in many areas of interest, not just those involved in “school leamning.”
(See Parke, 1986).

Clark refers to sensitivity and intensity as follows:

Unusual sensitivity to expectations and feelings of others.

Unusual emotional depth and intensity.

Sensitivity as it is described above refers to a process whereby the gifted person is
capable of perceiving and processing more information from the environment—physical,
interpersonal and intemal—compared to the nongifted. Based on clinical experience with
gifted clients, there is another dimension to sensitivity, and that is being easily moved;
easily hurt.

Intensity when seen in the context of emotions refers to the quality of emotional
experience of gifted persons. Those with experience with gifted children will have made
an intuitive connection between superior intelligence, sensitivity, and depth of feeling—
these children feel more because they *“‘see” more.

In light of the growing evidence associating psychological stress with not only
psychological but also physical illness, the emotional sensitivity to self and others and the
depth of this experiencing require attention. Regardless of the view of stress one adopts,
emotional reactions are of primary importance in stressful reactions. Gifted children and
adolescents need assistance in emotional experience and emotional expression. -

Counselling experience suggests that facilitation of emotional expression results in —
the acceptan = of emotional experience, and reduction of emotional overreactions. When -
expression is encouraged, youth begin to release their emotions more regularly. Heiping -
professionals—teachers, counsellors, psychologists—in contact with gifted youth can
assist in this process by the application of empathy.
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Empathy: ‘Cognitive and Communicative Dimensions

Empathy is one of those words which is surrounded by much confusion which
evapmamwhenitisviewedinmekogeﬁanmdiﬁon. In this perspective, empathy is not
sympathy, nor is it simply a communication skill. It is an attempt to understand persons’
internal experience—thoughts and feelings—as if we were those people. Rogers wams us
not to lose that “as if” quality. We, after all, are not the persons we are trying to under-
stand from their perspectives. Such a view emphasizes that empathy is both a cognitive
and communicative process. After attempting to understand we use appropriate language
0 communicate to the other.

Whereas others emphasize the words used in empathy, the perspective taken here is
that other aspects are far more important than the actual words used. Two of these are
caring and tentativeness. Tt  ‘ivation for engaging in empathy is a caring for the
other. Empathy, without this, is simply a “mind game” or worse a manipulative ploy.
Tentativeness in presentation of our understanding of the other rests on the view that our
understanding is inferential in nature. We do not have direct access to the inner-perspec-
tive of the other. We simply have bits and pieces which are both verbal and non-verbal,
e.g., words, tone of voice, rate of speech, facial expression, and other body language.
Like all inferences, attempts at empathic understandings require that we go beyond the
information available.

A recipient of empathic understanding communicated appropriately will soon learn
to take the risk to express his/her emotions in response. The term “risk” is used judi-
ciously here—expressing one’s emotions is a risk-taking affair. When we begin to em-
ploy empathy with another, it is important to appreciate this so that we are not impatient
when the other does not automatically respond.

This view of empathy is important for all of its application in interpersonal interac-
tions, however, it is particularly applicable for working effectively with gifted youth.
Gifted children and adolescents are more in tune (sensitive) to the subtleties of interper-
sonal communication. Discrepancies, such as between verbal and non-verbal communi-
cation, are readily discemned. Due to their richer emotional experience (intensity), there is
a greater need to discharge their emotionality. Such a need makes them more vigilant 10
the degree of caring we feel towards them. Our phoniness or genuineness is perceived
easily by them.

W
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Conclusion

The affective characteristics as typically described in the literature may mask
gified children’s need for assistance in their emotional expression. While it is reassuring
to see more and mare concem devoted to the non-cognitive aspects of giftedness, as we
still need 10 concern ourselves not only with such matters as leadership but the actual
emotions implicit in traits such as sensitivity and intensity. The concept of empathy,
when seen in its complexity, is scen as a powerful means at the helping professional’s -
disposal in assisting appropriate emotional expression in gifted youth.
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Panel Discussion - Programming for High Achievers
Administrators' Point of View
Keith Muirhead

To bs a successful adult, today’s students are going to be faced with the
challenge of producing rather than reproducing knmowledge. Children who can
memorize and apply algorithms but cannot reason well are not adequately prepared
for the jobs and society of today let alone tomorrow. Students are going to need
to set their sights on authentic expressions of knowledge not only to identify
the discourse, things, and performances that others have produced - e.g. by
recognizing the difference between verbs and nouns or memorizing mulciplicscion
tables or matching authors with cheir work. Certainly, the production of
knowledge must be based on an understanding of prior knowledge, but the mere

reproduction of cthat knowledge does not constitute authentic academic
achievement.

W¥hen the curriculum i{s geared toward the goal of authentic achievement new
forms of saching will be necessary. Teachers will have to funcrion more as
mentors and coaches, and less as depositors of static knowledge to be reproduced.
Students will have to rely on teachers for help, but they will not bs mere
absorbers or consumers of everything the tescher says. Students will also have

to take on the new roles of seeking help from and giving help to one another as
thay laearn.

This new role {s particularly important for the academically gifted studenc.
And to help these students maximize their potential we as teachers must:

1. Understand and know the characteristics of gifred
learners.

2. Provide a climate for success whether it be in
haterogeneous grouping, or pull-out program or special
classes.

3. Resexber that gifted studsnts need programming that

offers greater depth and breadth i{n academic studies and
one that is adapted to their rapid rate of learning,
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areas of interest and gpecific acadsmic apticudes.

4, Distinguish batwesn the ons percent highly gifted, the
two percent gifted and the 14% high average.

5. Understand intellecctual giftedness.

6. Provide opportunities for learning at an individual

rather than group pace so that they do not learn to
underachieve as a lifestyle.

7. Underscand there may be differences between gifted
students’ emotional physical and intellectual
development.

8. Understand that cognitive development does naot occur

i{ndependently and should not be emphasized at the
expsnse of oemotional social or (interpersonsl
development.

The major purpose of any gifted program i{s to provide differentiated
instruction to mset the nssds, interests, and adbilities of academically talented
studencs. By far the most important factor in mesting these needs of gifted
students is the feachar, A teacher that doas not understand the unique neseds of
the two or thres parcent acadenically gifted students will short change thess
students rsgardless of the organizational setting.

Research shows no benefits ars gained by tracking students inro abilicy
groups (Oakes 85, Slavin 87, 90, Ceorge 8., Carmoran and Berends) Higher
achieving students do not do better when grouped together, and lower achieving
students do much worse when togsther. Tracking is often discriminating snd once
assigned to a lov track, vary fev move into higher tracks. As a resulc of the
ressarch soms schools have reduced or e..uinated homogensous grouping and have
sliminated separats classroonm programs such as Gifeted. San Diago Schools, for
example no longer have rsmedial education. In B. C., a phased-in elimination of
tracking or "streaming” has begun - leaving specialization for the last two years
of school when students will specialize in vocational or college-bound programs.
Tracking continues in many places even when the svidence s overvhelmingly
against it. Perhaps it benefits a few individual students and placates some
parents; but mors often tracking continues becauss its easier to manage
classrooms and schools vhen the range of abilicties is restricted rather than if
they are sxpansive vhere studsnts nesd to be taught in multiple ways.
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Creative Writing Ideas
Mary-Ellen Periey

In order to stimulate the Academic Challenge students I have
created two major writing units. The first utilises Homer's Qdyssey
as the springboard for creating descriptive, narrative, and
aexpository writing. The second involves taking the studants into
the community to write the personal histories of residents in a
nursing home.

This paper will outline the two writing units and suggest the
steps that may be followed to create similar innovative activites.
I will conclude with an evaluation of the benefits for such
programs for A. C. students.

ODYSSEY WRITING UNIT

SIEP ONE

The unit dbegins with a discussion of Homer's time and place,
the nythological background to the Trojan War and the events
leading up to the adventures of Odysseus. In addition the teacher
should review with the studants the names and relationships of the
major gods, goddassaes, and characters involved in The Qdysgsey. At
this juncture ths visual stimulus of a map of Greece is a good aid;
the teacher may point out the various cities, islands, and areas
which are mentioned by Homer. A discussion of the political and
social structure of the times might follow. Finally this
introduction may conclude with a review of some of the legends,
stories, and plays which have evolved from Homer's two great epic

poems, The Iliad and The Odyssey.

STEP TWO

This section begins with a simple teacher-generated summary of

, which is read with the students, while discussing

important aspects of tha story. It is helpful to provide a blank
point-form outiine of The Odvasey for the students:; guide them
through the filling out of the form. As you work on this outline,
discuss with them possible moments in the story which would make
good descriptive and narrative paragraphs. Show and discuss with
students tha thres part film/video The 0dvyssey and/or the film The
Search for Ulysses. Thess provids excellent visual stimulii for the
narrative and descriptive paragraph writing.
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SIEP THREE

In this saction tha students are provided with information on
writing descriptive and narrative parasgraphs. They choose a moment
from Tha Odvssay which they wish to use as the basis for a
dascriptive paragraph. At this point they may wish to read about
their selection from Lattimore's translation of The Odvssey. Using
the writing proce:ns thas students now create their own description

of the moment. The same process should bs followed for writing a
narrative.

SIER FOUR

Additional writing ideas may now be given to the students for
further dascriptive and narrative exercises. Some of these ideas
include: pictures from Ljifg Mngazine and the lyrics of the song,
"Moon Over Bourbon Street® by Sting.

STEP FIVE

At this point the teacher may give the students a handout on
essay wricting and discuss it thoroughly. The students are then
given questions which can ba developed into a full essay. Each
question is discussed in class and guidance for bhandling the
question is given. Using the writing process the students now

ganarate their own essay from the teacher-gensrated questions based
on The Odvgsey.

NURSING HOME WRITING PROJECT

The idea for this writing unit came from reading the short
story "At The Home" by Phillip in the Responding to Reading text.
The students are given the opportunity to react to several pieces
of literature using different forms of writing as well as try:ug
their hand at a Homeresque approach to writing history.

STEP ONE

The students discuss thair feelings about the elderly
and exchange experiences thay may have had with ths elderly, i.e.,
grandparents. It is helpful to have them define what they think
‘elderly’ means and to Dbrainstorm/writestorm this term while
examining the possibility that the definition varies at different
ages.

We then reoad the story "At The Home” and discuss the (!fferent
attitudes presented by the various characters and how these
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attitudes changed if they did, in fact, change. This is followed by
a8 discussion of the 'timeline’' of the elderly, that is, what events
in history would they have witnessed or been a part of, including
inventions, etc. This sets the stage for an understanding of the
‘historic’' past and what it might have meant to be part of it. We
then read the short story “"Miss Brill” and discuss the youths'
attitude to the elderly, as well as some exploration of Miss
Brill's insights into life.

The first writing exercise begins with a short narrative about
someone elderly whom each student knows oOr wishes to know.
Expressly encourage them to try to picture their chosen elderly
person in words. Next comes a poem assignment where they read three
poems and must discuss two of these in essay form using the
compare/contrast method. Lastly, the students listen to the song
*LES VIEUX"/"OLD FOLKS®" and discuss their reactions to this song in
a written assignment using any form they wish ie. descriptive
paragraph, narrative, poem Oor essay.

STEP TWQ

Assign the reading of Maclean's three articles of October,
1986, under title of "A Matter of Care”. What new information have
they gained? What insights into the elderly? They are then
instructed to prepare summaries of the main points of these three
articles written in a precis format.

STEP THRER

The students should now be prepared to discuss their interest
in going into a nursing home for this project; a consensus must be
achieved i{f the project is to go ahead. Once the class has agreed.
contact is made with the nursing home, followed by a visit by
teacher, to discuss various dimensions of the project. Then parents
are contacted regarding the students' commitment, and a preliminary
visit is made to the nursing home with the students. It is
important to have them write their reactions to being there.
Subsequantly an arrangemsnt is made for the director to visit the
class to discuss the project, to detail emergency procedures and to
prepare tham psychologically and emotionally for their involvement.
Iin order to facilitate pairing, the students write autobiographies,
which are delivered to the nursing homs, while the director
provides names and some background information, i.e., health, age,
ethnic background, some favourite interest, etc. At this point it
helps to discuss interviewing techniques: one possibility is to
bring in a guest speaker familiar with interviewing techniques, to
assist in preparing sample questions. The teacher should arrange
for recorders and extra tapes, discuss transcribing from tape, and
set up a practise in class, including interviews with classmates.
Student should be made familiar with points of view, the use of
favourite sayings, and the appropriate length of the biographical
material...a minimum threea typed pages. Some guidelines are created
for the first encounter, with the first session designated as a
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get-acquainted meeting. Students should be prepared to talk about
themselves and/or read their autobiographies. Following the {nitial
visit, arrangements are made £Or a regular visiting routine. There
are usually six sessions oOr visits - three per week - with one
class spant at school to debrief and help with transcribing. The
teacher monitors each scudent's relationship with his/her
interviewse on an ongoing basis.

STEP FOUR

Throughout the sessions students replay tapes looking for tips
on further stories, and time is spent in making up leading
questions or suggesting ways of ‘'gently’ proding in ordar to
complete details. Whan a reasonadly completa biography has been
assembled, ths students prepars a first rough draft - just to get
ths idesas down on paper. Proofreading is done by fellow students,
with discussion of problem areas. A second rough draft is proofread
by the teacher, with specific questions indicating need for further
information £from the tapes. The third rough draft - doubla spaced
- is proofread for style, phrases, use of words, and titles. When
the text is final, a good copy is typed and copied with one copy
sent to ths nursing home. Projects are marked on content and
structure, but also some valuation (s given to atttitude and
responsibility during sessions. The '90-91 students created their
own book for the nursing homs; they chose the title, did the
artwork, the layout and collated the pages, while parent volunteers
did the typing and ran copies. The Xerox Company of Canada
reproduced the photographs.

STEP FIVE

Then follows a re-read of the poenm, ‘The Thrills of the
Years' (ses step ons), and some attempt is made to determine if a
new undarstanding has developed. The students then try to write
their own poem, about their partner, about growing old, or any
other significant element arising from the project.

SIEP SIX

Other projects that could be undertaken include planning a
city to accommodate a positive mix of the elderly and the young,
syth-making in advertising about the elderly, and attitudes towards
the elderly in nursing hoass and in education. Several critical
issues also arise: mandatory retirement age, accessing the
knowledge and skills of such a large part of the population if they
are removed from society, and attitudes towards the elderly in
other cultures, i.e., Indian, Inuit, Chinese, and European.
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EVALUATION

Both projects provide an emotional and intellectual stretch
for A.C. students. In The Odyssey writing project, the students are
inspired by the writing of a great creative master. They become
more aware of the historical perspective in litersture and its
impact on their lives and culture. They gain an understanding of
story-telling based on fact as well as an appreciation of the oral
traditon, its power and ultimate transformation into the written
word. On the othar hand the Nursing home project iantroduces the
students first hand to storytelling which works from oral traditon
and historic context creating a feeling of continuance. The
students have hands-on experiances of the transformation from oral
to written forms. They also have the opportunity to utilize a whole
range of interpersonal skills as well as the creative writing
techniques. As &8 result of this project, personal bonding and
lasting friandships are formed with the eldarly. A byproduct is the
students' reflections on the position of the elderly in our
society.
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Teaching the Scientifically Talented
G. Harold Poelzer

we are living 1n a world in which the survival of a culture 1s
depending more and more upon its level of development in science and
technology: economic growth depends on continuous Innovation in sCience
and technology. Our culture has changed from a predominantly agricuitural
base to one that employs only 28 of the population in agriculture. 1t 1S
predicted that 90R of occupations will be In the service Industry by the end
of this century. Service industries depend on communications which In turn
depend on technology and science. Technological and scientific data 1s
estimated to double every 8 to 10 years. A severe shortage of engineers 1S
forecast for the next decade and the demand for scientists and
technologists 1s increasing.

A number of national studies in the United States revealed that
students shy away from math and science. They also showed that the
performance of students In math and science was dismally low when
compared with students of other nations. These studies recommended a
number of changes in school curriculum including an increase in the number
of science courses required for a high school diploma. The National
Commisston on Excelience in Egucation (1983) recommended that the
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science curriculum (a) be conceptually based, (b) emphasize inquiry, (c)
apply science to everyday events, and (d) look at implications of science and
technology to society and the environment. it also recommended that
courses be designed for both the college bound and non-college bound
student.

Some states have responded to the recommendations of the studies by
establishing specialized schools for math and science.

A number of studies have been launched to determine what salfent

~attributes eminent scientists possess as judged by achievements,

professors, colleagues, and other notadbles in the field. The studies attempt
to determine to what extent these attributes were also present in these
eminent scientists when they were children. The purpose of the studies is
to determine the necessary and sufficient conditions for the development of
scientists. Several caveats are Inorder: testimonials regarding memories
of attributes as children are subject to distortion; it is not known to what
extent possession of these attributes as children resuits in careers in
science, or to what extent the environment brings about the appearance of
these attributes or affects their development. Longitudinal studies are
required to answer such queries. Notwithstanding the caveats, it is not
unreasonable that the appearance of extraordinariness in attributes like
those of a scientist are a necessary condition for a later career in science
Further, researchers have found support for the idea that the disposition
toward scientific endeavors appears early in 1ife, is not learned, and affects
how the child interacts with the environment.

The lists of attributes that characterize eminent scientists are

- characteristic of the categories in the instruments used. A number of

attributes, however, are common among the 1ists: preference for the
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theoretical and the abstract, preference for asymmetry, openness to
experience, fiexibility , spontaneity, positive self-concept, independence,
emotional stabtlity, tolerance, introversion, persistence, personal drive,
questing, creativity.

Many of these attributes may be recognized in the child's interest 1n
science phenomena, involvement In science projects, task commitment,
advanced sclence vocabulary, curiosity in how things work, agvanced reading
ang mathematical skills, above average 1Q, and love of collecting.

Brandwelin (1975) suggested that potential in science required at
least a modest 1Q (105 - 113) plus creativity. Brandwein viewed three
factors that must Interact in order for success In science: genetic factor,
predisposing factor, and activating factor. The genetic factor referstoa
mintmum level of Intelligence, the predisposing factor to persistence and
questing, and the activating factor to the environmental opportunities for
advanced work in science and contact with an inspirational teacher

in order to teach a discipline one must understand its structure
Disciplines differ in their content, practitioners, methods, and outcomes.
when the National Commission on Excellence in Education study
recommended a science curriculum that was conceptually based and made
use of the inquiry process, it was reflecting the structure of science.
Science consists of a substantive structure and a syntactical structure The
substantive structure consists of the legacy of science: theories,
principles, generalizations, concepts, and their interrelationships. The
substantive structure guides the work of researchers in the field. it points
to gaps In the knowledge or anomalies in the data and it suggests the
appropriate evidence against which the data may be verified. The
syntactical structure consists of heuristics and methods of 1nquiry
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characteristic of a particular scientific field of study. it states the kind of
evidence that 1S accepted by this discipline for the verification of
scientific phenomena.

Two kinds of inquiry characterize science: stadle inquiry and fluid
inquiry. Stable inquiry refers to the major part of scientific research:
increasing precision of physical constants, analyzing anomalies that appear
in data, duplicating the studies of other scientists, and other endeavors that
increase the scientific knowledge incrementally. Stable inquiry accepts the
substantive structure as authoritative; all findings are measured against it.
Fluid inquiry, on the other hand, refers to research endeavors that result in
profound changes In the substantive structure of science, such as Einstein's
Theory of Special Relativity. Such changes occur relatively infregquently.

Scientific disciplines often over-lap as evidenced by disciplines such
as biophysics, physical-chemistry ang the 11ke. Indeed many principles,
such as the conservation of energy, are common to all physical and life
sciences. Even the essential eiements of scientific inquiry are common:
evidence to verify knowledge, inductive and deductive reasoning to connect
evidence with data, hypotheses and theories to make sense out of the
world, open mind to avoid bias and dogmatism.

Scientific disciplines differ in content, in the kinds of evidence that
are used to verify knowledge, and In the methods of inquiry employed by
their practitioners. In fact, the methods of inquiry vary even within any
given discipline. There Is no such thing as "the scientific method” in terms
of a set of prescribed steps that is universally followed by scientists
engaged in scientific inquiry.

Scientists interact with the cuiture in the following ways: what the
culture deems important specifies the areas of scientific research,
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scientists communicate the resuits of their research to the community at
large, and scientist share their expertise with members of the community in
issues that affect the life of the community.

A curriculum, In 2 broad sense, 1S a planned learning experience. It
specifies what Is to be learned; where, when, and how the learning is to
occur; the learning environment; and the outcome of the learning.

A curriculum can be subdivided into four components: general
education (basics), spectalized (gifted), covert (affective), and non-school
(community). The combination of the iast three components IS referred to
as a differentiated curriculum. A differentiated curriculum for the
scientifically talented consists of learning experiences that reflect their
characteristics. Because the scientifically talented learn rapidly, prefer
complex and abstract phenomena, see relattonships among concepts readtly,
integrate matertal easily, enjoy being challenged, and so on, the appropriate
curriculum {s fast paced, abstract, complex, involves integration of
concepts and, in general, operates at a level that keeos the scientifically
talented workir.\g at the margins of their abilities.

The National/State Leadership Training Institute developed guidelines
for a curriculum for gifted children in general, the National Education
Association and the National Science Teachers Association developed
gutdelines for a differentiated curriculum for the scientifically talented.
The differentiated science curriculum advocates depth of learning,
integration of science disciplines, keeping up to date with developments in
science, student involvement with science materials, increasing application
of mathematics, use of community resources, influences of science on
society, a conceptually based curriculum, and continuity from elementary
school to college.
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The continuity in a differentiated curriculum from early chilohood to
high schoo! for the scientifically talented is achteved through the use of
conceptual schemes, Instructional objectives, and behavioral objectives.
The conceptual schemes are broad generalizations, principles, and concepts
that are relevant and applicable throughout the entire curriculum (e.g
energy 1s conserved). The instructional objective expresses a general
learning outcome (e.g. Understands that energy 1S conserved when heat is
transferred). The behavioral objective 1S a specific learning outcome that
represents achievement of the instructional objective (e.q. uses
conservation of energy to explain melting). The instructional and behavioral
objectives prescribe tasks that increase in complexity, abstractness, and
quantitativeness; and thus, require higher and higher levels of cognitive
processing as education proceeds from early childhood through high school.

The tasks prescribed in the curriculum must take into account the
cognitive and emotional levels of development. in early childhood the
cognitive level of development is at concrete operations, and the emotiona!
level of development Is at either initiative versus guilt or industry versus
inferiority crises experiences. The child must physically manipulate his or
her environment in order to develop mental representations of phenomena
(cognitive development) and must also be encouraged to explore many areas
in science (inittative vs guiit) or to complete tasks (industry vs infertority).

in elementary, cognitive development 1s at concrete operations or
formal operations; emotional development at industry versus inferfority
crisis. Formal operations enables the child to deal with hypothetical
situations and to perform mental experiments. Thus, elementary is the time
to encourage experimentation and research, as well as task commitment.
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Junior high Is characterized by formal operations in cognitive
development, and identity versus role confusion in emotional development
Cognitive tasks become more quantitative (mathematical expressions of
physical relationships). The favorable resolution of the identity versus role
confusion crisis depends on a preponderance of success with experiences
that delineate ones personal characteristics. Field trips, guest speakers,
and other experiences that encourage the student to clarify his or her
values, attitudes, skills, and abilities; and to assess these attributes with
attributes required for success in various careers are appropriate learning
experiences at the junior high level.

R L - . . 3 T I A IR SRR L . ] el St
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High schoo! students are functioning at the cognitive level of formal
operations and at the emotional level of identity versus role confusion,
however, they are further along in their development than junior high
students. Cognitive abilities of scientifically talented high school
students are sufficiently advanced that the solicitation of mentors outside
the school environment is in order. Mentors meet the needs of these
students in two important ways: they provide expertise and they serve as
role models. Thus the student is able to satisfy not only his or her
intellectual needs, but also his or her identity needs.

Throughout the entire schooling period, early childhood through high
school, the learning experiences of students should reflect the application

S N G-

of principles of learning from the theoretical frameworks of Behavioral,
Social Cognitive, and Cognitive psychology and from the findings of the
research based on these frameworks. Learning is enhanced by the
application of principles and concepts such as reinforcement, role modeling,
information processing, attribution theory, transfer of learning, schemata
and the 11ke. Research has identified the the following teaching strategtes
as effective under particular congitions: individual study, group work,
lecture, tutorials, computer assisted instruction, and mastery learning.

..~.
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Research Developments in Gifted Education
Michael C. Pyryt

Overview

The purpose of this paper is to examine research developments in gifted education
from two perspectives: the eminence and cognitive science approaches. These approaches
are viewed as competing paradigms with differing implications regarding priorities in gifted
education. After briefly describing each paradigm and the contribution of each paradigm to
understanding the nature of giftedness, I will discuss the implications of adopting either
paradigm for gifted education. I propose that combining features of both paradigms is
desirable for gifted education.
Eminence Paradigm

Most conceptions of giftedness (Stemnberg & Davidson, 1986) and models of gifted
education (Renzulli, 1986) can be characterized as taking the eminence approach to
giftedness. This approach hopes to determine the qualities of an individual, educational
experiences, and socio-cultural conditions that enable an individual to make an important
contribution to a discipline. Various conceptions of giftedness may differ regarding the
special qualities that are needed to achieve eminence. One familiar conception is Renzulli's
(1978) Three-Ring conception specifying the interaction of above-average ability, task
commitment and creativity. Personally, I (Pyryt, in-press) prefer the triad of intimacy,
passion, and commitment as descriptors of potential productivity. Some theorists (Stanley,
1979) focus on the acquisition of specific skills in a domain such as mathematics. Others
(Tannenbanm, 1986) focus on chance factors in addition to cognitive and affective factors.

Specialists in gifted education also differ regarding preferred approaches for
facilitating talent. The revolving door identification mode! (Renzulli & Reis, 1986) stresses
the opportunity for studerts to become producers of knowiedge through independent
investigation of real world problems. The smorgasbord of accelerative opportunities model
pioneered by Stanley (1977) focuses on content acquisition and early career entrance as the
primary vehicles for future success.

Some generalizations from the eminence approach include the following:

1. Eminence is a multi-faceted phenomenon.

2. Eminence is Domain-Specific.

3. Productivity is a cyclical phenomenon.

4. The interaction of cognitive, affective, educational, and socio-cultural is

dynamic.
5. Recognition of giftedness is culture-bound.
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Cognitive Science Paradigm

The Cognitive Science paradigm tries to incorporate the lessons from such fields as
cognitive psychology and artificial intelligence 10 determine the nature of expertise. From
this paradigm, we learn that identified gifted students act more like experts than like novices
(Shore & Dover, 1987). They are more able to successfully use the information processing
components that are helpful in solving problems on standardized tests (Sternberg, 1977).
Theorists from this paradigm often differ in their use of terminology in describing cognitive
processes (Alexander, Schallert, & Hare, 1991).

Some generalizations from the cognitive science approach include the following:

1. Gifted individuals process information efficiently.

2. Effective use of cognitive processes is dependent upon domain knowledge.

3. Gifted individuals have greater capacity for knowledge acquisition and more

4. Gifted individuals automatize information and strategies.

S. Gifted individuals use information processing processes spontaneously.

6. Gifted individuals regulate their leaming.
Implications for Gifted Education

mememmpamdipn,mechalbngeismﬁmmemfewwhohaveme
"right stuff” and to provide them with the proper environmental conditions in order to
develop their potential. This approach has the advantage of encouraging high-level
achievement. Longitudinal research designs can be employed to test the validity of various
models of eminence, provided that these models are properly specified (Pyryt, 1990). One
disadvantage of the eminence approach is that it is often perceived as elitist.

From the cognitive science paradigm, the challenge is to identify the necessary
information-processing skiils to solve and/or generate a variety of problems. To the extent
that such skills are teachable, it is possible to make all individuals more competent. The
cognitive science approach can be perceived as lessening the need for special programs for
the gifted.

I believe that it is important to teach things such as critical and creative thinking to
all students to make them more effective as individuals. It is also important to recognize
and encourage those students with demonstrated talents to achieve their maximum potential.
If all students can benefit from an educational approach, all students should be identified
and given appropriate instruction. If the Curriculum is truly differentiated so that only
students with prerequisite skills would benefit, then those students should be identified and
given appropriate instruction. The challenge is to validate the selection criteria to ensure
that the stated prerequisites are necessary for success in the program.
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Intuition and Giftedness
Deborah Skaret

" The purposs of this presentation is to stimulate thinking
aboat intuition and challenge educators of gifted childrea to
provide a learning environment which facilitates greater
avareness of intuition and provides support for its development.
Three areas will be focused upon: (1) ¥bhat is intuition? (2)
Cnltarzl conditioning and intuition., and (3) Intuition and gifted
education.

Intuition is a phenomenon we 3ll know through personal
experiencs. The word "intuition” has been used to descridbe a
broad range of experiences which involve knowing or a sense of
knowing. seemingly obtainéd without the comscious use of
reasoning. Experiences whicd have been called intuitive range
from the coamonplace to the extraordinary. BExamples of
experiences called intuitive include unexplainable gut feelings
or hunches about a situation, sensing "vibes”, knowing with
certainty wbat will bappen or wbat the solution is to a problem
{n the absence of sufficient information. eztrasensory
perception, the sudden "aba” experience in creative discovery.,
and mystical or religious experience in which identity goes
beyond cus limits.

¥ith "intuition® covering such a broad range of experiences
it {s pot surprising that theoretical discussion of intuition is
diverse. Theories have been developed which conceptualize
intuition as a special faculty of capable of attaining
special knovledge outside the realm of the intellect. In
contrast. theories have also been developed which posit that
intuition as & faculty of knowing 4oes not exist and that whichk
is considered intuition is merely rapid inferencs.

A fev theories have besen developed which adopt a multilevel
view of intuition. Thess theories conceptualize intuition in a
way which encompasses everyday experiences labelied intuitive to
intuitive experiences which occur less frequeatly and have a
spiritoal quality. Carl Jung (1949), a Swiss psychiatrist,
developed 3 theory of personslity in which be adopted a
maltilevel view of intuition. Jung considered intuition.
sensing, thinking., and feeling as basic psychological functions
present in all individoals to vary degrees. Jung
conceptualized the functions of intuition and sensation as vays
to perceive information, and the functions of thinking and
feeling as wvays to judge information. Jung theorized the
exzistence of three lovals of comsciousness: the personmal
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conscious, personal unconscious, and the collective unconscious.
According to Jung’s theory intuition is & way to perceive
information throngh unconscious processes. Information at the
personal and collective unconscious levels is accessible tbrough
intuition. Through intuition., conclusions may be arrived at
wit?o::I;bility to explain hov or why the conclusion was made
ratio y.

socliety ts to its menmbders a particular worldview of
wvbat coastitutes reality. what knmowledge is important and what
are legitimate ways of perceiving., thinking., valuing and acting.
Part of the worldview modern Hestern soclety imparts to its
sembers is that intuitive ways of knoving are inferior to
rational / logical thinking. 7This we-'dview has led to intuition
being mistrusted, denigrated. and ignored dy society at large, by
individuals and by the educational system. Samples (1987)
described hov young children have many wvays of knowing which are
gradually reduced decause cultural conditioning teaches children
that certain ways of knowing and perceiving are culturally
acceptable vhile others are not. Cultural conditioning has
taught us to dishonour intuitive ways of knowing. To comsider
intuition a legitinate way of knowing challenges long standing
cultural beliefs.

¥ithin the past decade the need for the acknovledgement,
avareness., training, and utilization of intuition bas been
documented by writers from a variety of disciplines including
education (Clark. 1968:; Noddings & Shore. 1984). The importance
of intultion in creative breakthroughs has been reported in the
vorks of creative individuals throughout history (Clark. 1988:
Rockenstein, 1985; Sperling., 1982). The acknowledgenment of the
inportant role intuition plays in the creative process has
credted an interest in developing the use of intuition by gifted
students (Clark, 19863 Rockanstein. 1988).

The work of Clark (1988, and Rockenstein (1985) provide a
franework for understanding intuition and ways intuitiva
developnent can be encouraged when working with gifted students.
Clark developed 8 holistic integrative model of gifted education
based upon & synthesis of theories of creativity and research on
brain functioning housed within Jung's model of psychological
functioning. Clark'’s integrative model stresses the importance
of developing and utilizing all four psychological functions of
thinking., fesling, sensing and intuition within all subject areas
to ensure powerful learning expsriences. Clark described
intuition as "the least known and yet the most powerful area of
homan brain funstion... tha arsa that promi ass the cost
continuance and fulfillment of humankind” (Clark, 1988, p. 400)
and *"a highly synthetic and dynamic process that integrates all
other brain functions® (p. 404).

Rockenstein (1985) defined the "intuitive domain” as "an
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open channel to universal sources of knovledge and wisdom that
transcends the boundaries of time., space. the senses. and the
logical / rational mind®” (p. 4). Bassd upon literature relevant
to intuition. documentation by creative individuals. and personal
experiences Rockenstein developed a taxonomy of four major
educational objectives to facilitate the intuitive abilities of
gifted students. The f£irst objsctive addressss awareness of the
intuitive donmain. It iavolves teacher and student ezploration of
terninology related to the intuitive domain. investigation of
accounts of intuitive experiences of famous people, discussion of
personal intuitive experiences., and consideration of possible
ways intuition can play a useful role in one’s life. The second
objective addresses comprebhension of the role intuition plays in
the creative process. This objective involves studying bow
intuition is inveolved during the stages of creative thinking as
conceptualized by Wallas. The third objective addresses
development of intuitive abllities through engaging students
dirsctly in techniques which bave been found to enhance intuitive
wvays of knowing. Technigues Rockenstein outlined include
relaxation training, maditation, creative imaging, and dreanm
exploration. The fourth objective is development of a
personalized plan for continued learning in the intuitive domain.

Rockenstein’s taxonony provides a useful model on how
avareness and development of iantuition may be avproached within
gifted education. Rockenstein warned that etdi .1 copsideration
should be made before teaching in the intuitive domaln. The
ethical considerations Rockenstein presented focused upon: (a)
the possidbility of inadequats teacher preparation for lastructing
students in technigues designed to enhance intuitive wvays of
knowing, (b) the possibllity that creative imagery may induce
altered states of consciousness which students may be
developnmentally unprepared for or £ind disturbing. and (c¢) the
possibility that exploration of intuition may be opposed by
community members. With these ethical considerations in mind I
believe it is important that instruction in the intuitive domain
presently focus on the €irst two objectives of Rockenstein's
taxopomy. In addition teachers should discuss with students bow
certain states of copsciousness may enhance intuitive ways of
knowing and that technigues. such as neditation, bave been
developed over the centuries to induce altered states of
consciousness. Discussion of other technigues found to enhance
intuitive ways of knowing should also be discussed with students.
Instructional focus on increasing avaransss of the intuitive
domain, comprebension of the role of intultion in the creative
process, and discussion of techniques found to enhance intuitive
vays of knowing vill belp develop teacher., student, and parent
avaresness of intuition and hopefully foster a nore receptive
attitude to £urther exploration of ilatuitive ways of knowing.

I have focused on discussing what intuition is. how cultural
conditioning bas inhibited acknowledgement and development of
intuition, and ways of increasing gifted students awarenesss of
fntuition and supporting their intuitive development. I hope
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this presentation has stisulated interest in £inding out more
about intuition and hov educators of gifted students can
facilitats avarensss of intoition and provide support for
intanitive development.

Clark, B.
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Sex Role Orientation and Self-Concept
In Gifted Adolescents

Josie Tong

SUMMARY

Adolascence is a period from puberty to adulthood characterized by rapid
physical, emotional, and intellectus) changes. Self-concept appears to be an
area which researchers have focused upon in attempts to understand adolescence.
Investigations of adolescent self-concept davelopment have been extensive. A
11terature search of Psychological Abstracts since 1974 resulted in over 2,000
studies done on the topic. Comparad to this impressive amount of literaturs on
adolescent self-concept in general, 11ttle research has been done on the self-
concept of gifted adolescents, and even fewer on sex differences in self-concept
among the gifted.

The present investigation examined the sex role orientation, the self-concept,
and the relationship betwesn self-concept and sex rols in a sample of 39 (22
males, 17 females) gifted high school students. A control group of 39 students
(22 malas, 17 femalas) in the regular program was inciuded for comparison
purposes. Two instruments were used, the 8em Sex Role Inventory, and the Piers-
Marris Ss)f=Concept Scale. The purpose of the study was to examine the following
questions:

1. what are the sex role oriontations of gifted adolescents in comparison to
their non-gifted peers?

2. what are the levels of self-concept in gifted adolescents in comparison
to cheir non-gifted pesers?

3. Is thers a relationship between self-concept and sex role orientation?

Is this relationship similar betwsen gifted adolescents and their non-
gifted peers?

These questions were investigated relative to comparisons with male and female
students.

Regarding question 1, no significant difference in sex role orientation bstween
students in the gifted and regular prngram, nor between female and male students,
were found.
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Regarding question 3, the results indicated that there was no significant
difference in the gsneral self-concept scores bstween students in the g9ifted
and regular programs, nor betwssn total male and female students. However, when
specific areas of the self-concept measurs were analyzed, famales ware found to
have s significantly higher level of anxiety than the males, and regular program
studsnts were found to be significantly happier and more satisfiad with 11fa than
the students 1n the gifted program. As well, females have fewer problems with
behavior than males.

Regarding question 3, 1 significant relationship between sex role orientation
and the self-concept was found for total students. Androgynous individuals were
found to score the highest self-concept, followed by masculine individuals, then
by feminine individuals, with the undifferantiated scoring the lowast self-
concept. This relationship did not differ significantly between regular program
students and gifted program students, nor botweon female and male students.

The results were discussed in relation to the three questions which this
investigat ion sought to answer. Implications for future research were suggested.
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Strategies Developed for Use With Elementary Gifted/Learning

Disabled Students in a Self-Contained Classroom
Janet Wees

This presentation will deal with the strategies
developed in a self-contained classroom for gifted students
with learning disabilities. It will track the development of
the program ;vor the past three yesars from inception to
prasant day.

The topic will bagin with a background of the
assessonants and plac‘mcnts of the students involved, the
sducational and experiential background of the teacher, and
the application and suppcrt of ressarch 1n this area.

Strategies which ware developed and tried, along with
their successes and failures will comprise the bulk of the
presentation. Available resources both commercially made and
teacher-made will be shared with the audience. Publishers’
names and addresses will be obtainabdble.

Evaluations of the students' progress will then bde
discussed with the help of graphs and parent questionnaires.
Discussion of what is still needed in this area cof education
will be examined, kesping in mind the relationship between
what was learnad in the classroom and what is espoused in
the literature. There should hopefully be time at the end
for questions from the audience.

Printed hand-outs of characteristics of Gifted/Learning
Disabled students as gleaned from the resesarch and the
teacher’'s axparience will be available for the audience. A

comprehensive list of strategies which were used and tried

in the classroom, and which are supported by the research

will almo be accessible for the members of the audience.

M
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We Believe in Honoring Human Potential
Marie Whelan

Gifted learners are mﬁlm:gmed into a ‘communily of learners’ where
cach child is honored challenged to develop the best within themselves.

Each ‘community is an enriched leaming environment enabling the teacher
to facilitate a program which meets the needs of gifted learners. Students are
surrounded by a wide of resources and opportunities which stimulate
them A h andsod;ﬂy. Focusing on 'student ‘f..‘f.ﬁ“’"
small group work and total group involvement.

A teacher for gifted learners is a resource teacher to each community
assistance to each teacher in the selection of resources, projects
and for student directed leamning.

Students have the opportunity to mentor and be mentored in a variety of
situstions over a seven year Mentorship programs are cross ed
inviting students to interact with learners from other communities. We are

develop an adult-student mentorship program involving our parent
m&.

A cooperative model is built into the instructional day providing

teachers the ty to program plan for all learners with the catalyst
teacher, and resource teacher

m fessional staff are involved in a weekly staff development

enables teachers to continually develop their skills and current
on research,

Parent development evenings are coordinated by the professional staff to help

" build in & support system which links with the schools’ philosophy on gifted

education. Parents are given the to workshops which will
enable them to be acti mmm

As 8 community we recognize that learning is a life long process where we will

continue to and develop in our appreciation of honoring the human
potential of all learners.
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Writing to Publish: Breaking the Barrier
Carolyn Yewchuk

| have served as editor of AGATE, the journal of the Gifted and
Talented Education Council of the Alberta Teachers' Association for
the past five years, and on the basis of that experience would like to
offer some observations and suggestions regarding writing for
jounals. 1 would specifically like to focus on the process involved
in gottinﬁ an article into print, and in so doing, encourage you to
consider writing for AGATE.

To begin with, there must be an idea, some message that you
would like to communicate to others. We tend to be modest about
the things we do, the programs we have, and the innovative practices
we have developed. We tend to think that others, particularly those
far away from us, are much more productive than we are and have
better "answers” to0 the problems we face. We tend to think that
others are experts who can heip solve problems for us.

Part of this ‘mystique about the expert is associated with the
impact of the printed word. Ideas which appear in print have a
permanency which invites reflection and consideration. The
mystique works for us, 100, however. When we get our ideas into
print we become experts in the eyes of others.

We all have ideas which we can share. Usually we feel quite
comfortable talking about them; however, the thought of putting
them into writing commonly raises a whole host of nagging self-
doubts. Have | got anything important to say? What if the
manuscript is rejected? What will the reviewers think of me? Do |
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really congider myself an expert in this area? These self-doubts
present a real psychological barrier to writing for publication. Fear
of rejection or evaluation is a common impediment to writing for
journals. It is difficult to put one's self up to academic scrutiny.

I would like to offer some suggestions for developing your
ideas into an article suitable for publication and surmounting the
psychological barriers which confront beginning (and experienced)
authors.

First, select the journal in which you would like to publish.
Look at copies of the journal, read through the articles and examine
the instructions for authors to get a feel for what the journal
publishes. For example, AGATE invites theorctical, descriLtive and
research articles on all aspects of the education of gifted and
talented children. Consider, also, who subscribes to the journals,
that is, who is likely to read the article you write. Again, using
AGATE as an oxample, the majority of subscribers are classroom
teachers. An article in AGATE reads differently than one which
appears in, say, The Gifted Child Quarerly.

Second, note the technical roquirements for submission.
Factors such as length, number of copies, style of referencing, and
so on, deal with the physical requirements for submitting an article.
if the ideas you explore are the kernel of your message, then the
technical aspects form the shell for housing that kernel.

Third, if you are not certain that your topic is suitable for a
particular journal, check directly with the editor, -vhose name and
address usually appear in the journal. | know that | am more than
happy to talk to prospective authors about publishing in AGATE.

. . . - - . .. L -
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Fourth, expect to do some revisions. Only rarely does an
article pass review without any changes. In some cases minor
revisions are roquested by reviewers and in others the rewriting is
quite substantial. The purpose of reviewing manuscripts is to edit
and clarify. Articies which are well reviewed are informative, clear
and easy to read. The review process may be burdensome to authors
but it is an effective way to get peer feedback. | try to ensure that
the feedback is very specific with regard to the nature of the
requested revisions.

Fifth, write as clearly and as simply as you can. From the
first and/or second paragraph the main idea as well as how the
paper is organized to develop that idea should be obvious. It is
important {o give sufficient detail to maintain interest but not so
much that the main thrust of your message is lost.

Finally, remembear that the editor wants to receive your
zrticle. Journals are p.iblished on a regular basis and that requires a
steadv stream of incoming submissions. A number of times over the
past 5 years i have faced a publication deadline lacking sufficient
articlos and have had to make some frantic phone calls to try and
fiil the issue. In those situaiions | have been most grateful to the
individuals who have submitted an article on very short notice, often
at great inconvenience to themselves.

What topics can you write on for AGATE? Any topic that is
relevant to the education of gifted and talented children in Alberta
is suitable. Listed below are the topics which have appeared in
Volumes 1 through § 1987-1991. | would be pleased to include your
article in a forthcoming volume.
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AGATE publications Vol. 1-5, 1987-1981

BIOGRAPHY

Schmidt, W. H. O. (1988). William Stern: Pioneer in the psychology
and education of gifted children. 2(1), 2-8.

BOOK REVIEWS

Brydges, Barbara (1990). Library Services of the Centre for Gifted
Education. 4(2), 30-35.

Brydges, Barbara (1991). Recent books on gifted education. 5(2),
41-44,

CHARACTERISTICS OF GIFTED CHILDREN

Oviatt, Pat (1988). Attitudes of students in a Grade 10 honors/
international baccalaureate program. 2(1), 33-39.

Porath, Marion (1991). A developmental view of young gifted
artists. 5(2), 12-19. '

Shore, Bruce (1991). How do gifted children think differently? 5(2),
19-23.

Sternberg, Robert (1988). Three portraits of intelisctual giftedness.
2(2), 26-32.

Vespi, Laurel (1988). The social and emotional characteristics of
gifted children: The myth continues. 2(2), 14-19.

COUNSELLING

Kanchier, Carole (1988). Maximizing potential of gifted and talented
students through career education. 2(2), 6-13.

Puliyblank, Harold (1988). The counselling needs of gifted children.
2(2), 20-25.
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Shiner, Sandra M. (1987). Providing guidance for gifted students.
1(1), 31-39.

CREATIVITY

Clarke, Stanley C. T. (1987). Creativity. 1(2), 7-12.

Iim, Seon-Ha (1989). Creativity: An eastern perspective. 3(2), 11-15.
Jobagy, Shelly (1990). Moral responsibility and the construction of a
creative life: Implications for gifted education. 4(1), 21-24.

Norman, Charles & Wilson, Cheryl (1987). Incorporating creative
activities into instruction. 1(2), 13-15.

Orieux, Jim (1987). Creativity: An elusive concept? 1{1), 22-26.

Pyryt, Michael (1991). Discovering your creative triggers. 5(2), 33-
37.

Wiide, Warren D. (1989). Creative potential: The domain of the
gifted? 3(2), 2-10.

CURRICULAR MATERIALS

Liu, Andy (Ed.) (1989). Mathematics for gifted students. 3(1), 1-105
(Whole issuse).

Polette, Nancy (1987). Stretching minds with picture books. 1(1),
27-30.

Slavik, Holly (1991). National Film Board resources for developing
curriculum for the gifted and talented. §(2), 38-40.

Voegtlin, Lois (1988). Canadian literature for elementary academic
challenge students: An annotated bibliography. 2(1), 20-23.

CURRICULUM DIFFERENTIATION

Gerling, Terrance (1988). Why differentiating the curriculum for
gifted students is necessary. 2(1), 7-13.
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Mielnichuk, June H. (1988). Differentiating curriculum to meet the
needs of gifted learners. 2(1), 14-19. '

Sullivan, Mary (1990). Interpreting giftedness. 4(2), 36-42.

Wilgosh, Lorraine (1987). Developing children's special talents. 1(2),
36-40.

IDENTIFICATION

Edmunds, Alan L. (1980). The use of school subject tests to identify
and program for the gifted. 4(1), 2-7.

Eliis, Julio L. (1987). Selecting students for challenge programs in
elementary schools. 1(1), 9-13.

INTERNATIONAL PERSPECTIVES

Choi, Don Hyung (1989). Education of scientifically gifted students
in the Republic of Korea. 3(2), 16-23.

Freeman, Joan (1989). High ability: A European perspective. 3(2),
24.27.

Stewin, L. L. (1988). Gifted education: The Soviet experience. 2(2),
2-5.

PARENTAL ISSUES

Bodie, Carol (1987). Dealing with the parents and families of gifted
children. 1(2), 25-28.

Lupart, Judy L. (1990). Parents and gifted education (PAGE). 4(2), 16-
19.

PROGRAMMING

Blackwood-Malayko, Kim (1988). A challenge program for gifted high
school students. 2(1), 24-28.

Delaney, Don (1990). Progressive acceleration--A common sense
approach. 4(z), 20-24.
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Harper, Georgean (1988). Mentors are magic. 2(2), 33-39.

Martin, Cindy Lee & Scanion, Kathieen (1991). Junior high students
conducting research. 5(2), 24-26.

Mielnichuk, June (1991). if gifted education is to continue. 5(2), 2-6.

Nyberg, Verner R. & Clarke, Stanley C. T. (1987). Politics of providing
a program for the academically able. 1(1), 3-8.

Parke, Beverly N. (1990). Gifted students in regular classrooms.
4(2), 25-29.

Sullivan, Mary (1991). The role of cross-age groupings in
accommodation of student differences. 5(2), 6-11.

PROGRAMS - DISTRICT |

Burgess, Karen & Shreenan, Eunice (1887). Programming for the
gifted in Grande Prairie. 1(1), 14-17.

Dvorack, Yarmilla (1988). Programming for the gifted in Calgary
Catholic elementary and junior high schools. 2(1), 29-32.

Shields, Jan (1991). Academic and creative excellence: Grande
Prairie Catholic School Districts' integration of its gifted
programs. 5(2), 27-32.

RESEARCH QUESTIONNAIRES

Li, Anita K. F. (1990). “Bright Inspirations”: A conference for
gifted/talented girls. 4(1), 18-20.

Pyryt, Michael; Lupart, Judy & Josephson, Trevor (1991). Gifted
Research and Education in Alberta: Analysis of a needs
assessment questionnaire. 5(1), 19-25.

RURAL ISSUES

Campbell, John (1987). Gifted education in Northern Alberta: A rural
perspective. 1(1), 18-21.
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Lupaschuk, Doreen S. (1989). Gifted education in a rural setting.
3(2), 38-43.

TEACHERS OF GIFTED STUDENTS

Gerling, Terry (1991). Planning: Do teachers of the gifted do it
differently? 5(1), 2-11.

Li, Anita K. F., & Bourque, Joanne (1987). Mo gifted students’
preforred learning styles match the teaching styles of their
teachers? 1(2), 2-6.

Nash, Chris & Miller, Jack (1987). Teaching gifted students
effectively in secondary school sciences. 1(2), 29-35.

THINKING SKILLS AND STRATEGIES

Andrews, Jac; Peat, David; Mulcahy, Robert; & Marfo, Kofi (1990). A
cognitive strategies approach for developing social competence.
4(1), 25-33.

Millar, Garnet {1991). The power of questioning: An enabling
strategy to enhance learning. 5(1), 26-38.

Pace, Sandra Falconer (1989). Thinking skills in the curriculum:
implications for the gifted and talented. 3(2), 28-37.

Peat, David; Mulcahy, Robert; Andrews, Jac; & Marfo, Kofi (1990).
SPeLT: A cognitive strategy-based instructional model. 4(1), 34-
43.

Perking, D. N. (1988). Myth and method in teaching thinking. 2(2),
40-45.

UNDERACHIEVEMENT

Brophy, Annabel (1987). Achievement motivation in gifted
adolescenms: A preliminary study. 1(1), 40-44.
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Buga, Rod S. (1987). The underachieving gifted: Characteristics and
concerns. 1(2), 21-24.

Christopher, James R. (1987). Programming for gifted achievers and
underachievers. 1(2), 16-20.

Delisle, James & Berger, Sandra (1991). Underachieving gifted
students. 5(1), 39-44,

Edmunds, Alan L. (1990). Giftedness and motivation. 4(2), 9-15.

Goldberg, Jack (1990). Gifted underachievement: A proposed solution
to some persistent problems. 4(2), 2-8.

UNDERSERVED GIFTED

Bibby, Mary Ann (1991). Teachers' perspectives of giftedness in
hearing impaired students. 5(1), 12-18.

McGuire, K. Lesley (1980). Identification of gifted leaming disabled
students. 4(1), 8-12.

Wees, Janet (1980). Gifted learning disabled and gifted
underachievers: Can they benefit from the same kinds of
programs? 4(1), 13-17.
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